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Supervision at its best is an art that can release teachers’.
initiative, Yesponsibility, creativity, internal commitinent, and moti-

vation. This is the theme of the four writers whose papers you'are -

about to read. These are authors who can look at the current super-
vision scene in perspective and thoughtfully and analytically ¢ome
to a general consensus on underlying principles to be advocated for
supervision.

Perhaps this book is a bit ahead of the times; a harbinger of a
person-oriented post industrial society. Supervision in schools just
now seeins hung up on interpretations of accountability that demand
carefully measured productivity or on human relations facades that
detract from the human capacity for greatness.

Present supervisory practices, says Sergiovanni, are based on

theories of superyvision that share a lack of faith and trust in the.

teaclier’s ability and willingness to display as much interest in the
welfare of the school as that presumed by administrators and super-
visors. Yet everything that is donc in constructing an educational

program comes to its inoment of truth when the teacher begins to

teach, as Rubin makes so clear.
To release greatness in teacheérs, what new roles and responsi-
bilities are suggested here for supervisors® This book is packed with

‘ideas for releasing greatness in supervisors so that they, in turn, can

find their way into a change-oriented role designed for the improve-
ment of instruction and the development of internal comitinent
and motivation in teachers.

»
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From this analysis of present supervisory practices and their )
shortcomings, Sergiovami moves to a proposal for a more positive
ateinative. Rubin’s professional growth madel, and Manolakes’
.ul\ isony system provide fo pl.utlwl .lppllg.ltwm of new approaches
to supervision. .

The management influence on supervision is described by
House and he lnclps us sort out misapplications of management
theory to supenvision, while daifyving the proper use of goal- a(,ttmz, i
tnd dmu»mg, new formns uf.u.llu.ltmn compatible with supervisory
. techniques that can release human capacities. < e

It is with pride that T commend to you this book for careful
study and reflection if vou have professional 1esponsibilitics for the
sapervision of other educators. .
Grexys G. Unnun, President, 1974-75
Association for Supervision and 3
Curriculum Development
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- INTRODUCT/ON: o
" Beyond Human Relations

. ) Thomas J. Sergiovanni.

"™

This publication is concerned with the question: What kind
of Supervision for today’s teachers? Supervision is a neglected art
in need of revival. Conditidns.are such that improvements in educa-
tion will iricreasingly depend-upon, more fully using and improving
the human resources presently available to schools rather than upon
introclucing  substantial’ new human, material, and cconomic re-
sources. Supervision'can play a key role in this effort, but we cannot
permit supervision to emerge with prominence in its old forms.
Supervisors lack the necessary theoretical potency and’ practical
power to do the job required in the years ahead. For the most part
they rely on images of teachers which are inadequate.

Three Former Images of ‘Supervision * -

Present supervisory practices inpschools are based on one, or a
combination, of three general supervisory theor ies—traditional scien-
tific management; human relations, and neo-scientific nnageiment.

. Traditional scientific management represents the classieal autoeratic— —  ——
philosophy of supervision where teachers are viewed as appendages
of management and us such are hired to cairy out prespecified
duties in accordance with the wishes of management.  Control,
accountability, and cfficiency are emphasized in an atmosphere of
clear-ent boss-subordinate relationships. Vestiges of this brand of

f- 1
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2 PROFESSIONAL SUPERVISION FOR PROFESSIONAL TEACHERS

SUPCIVision Lan “otill be fond in schools, thongl Hy and large tiadi-
tronal scientific wanagement is not currently in favor.

Thunan ululmns supetvision ||.ls its origins ir. the demociatic
administiation movement ads ocated Hin lllL 30 and sstill widels
preached and practiced. Human clations supervision was a sue-
cesshil -.hllhn"u to traditional scientific management. Teacliers
ware to be \u\\ul as “wholc people™ in their own right rather than
as packages of needed cuergy, shills, and aptitudes to be used by
~wministiators awd supervisors. Supenvisors wotked to create a
fecling of satisfaction amnong teachers by showing interest in thew
as people. 1t was procliimed that a satisfied stafl would work
harder and would be casier to work with, to lead, and to control.
Participation was to be ancimportant method and its objective was
to make teachers feel that they are useful and important to the
school. Personal feclings, penmissiseness, and participation were
the watchwords of Innman relations.,

Human aclations supervision s still widely advocated and
|)|.igliu‘d today . though its support has diminished. Tuman relatious
prowised mnchi but delivered little. Tts problems rest partly with

“misundastaudings as to how the approach should woirk and partly

with fanldty theoretical notions iuherent in the approach itsell. The
movement actually resnlted i widespread negleet of teachars.
Patticipatory supenyision hecame penaissiye supervision which in
practice was luissez-fuire supervision. Futher, the focus of haman
elations supervision was and still is an emphasis on “winning
friends™ in an attempt to influcuce people. To many, “winning
fricnds™ was aslich tactic whigh cast the moycinent into a anipula-
tive light as being inanthentic, even dishonest. .

I 1967 the Association for Supervision and Cunicalum Devel-
optient’s Comnission on Supervision Theors concluded its four
vears of study with a report eutitled Supwuswn P rspectites and
prmtlums. I this report William Lucio discussed scientifie man-
agemient and b relations views of sapcivision and spoke of a
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third view - that of the 10visionists w hich sought to combine features
of both saicntific management and Illllll‘lll relations.  Standard-

"\Willam Lucw, editor, Superdision. Perspeelives and - Propositions.
Waslungton, D.CL Assoation for Suparvision and Cutricalum: Development,
1967,
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3
bearers of the revisionists were the writings of Douglas McGregor,
Warren Bennis, Chris Ardyris, and Rensis Likert.®
If ever a misun(lcrstm‘lgling existed between theory and prac-
tice, the revisionist movement would be a prominent example. This
was largely a paper movement which in practice rarely amounted | -
to much more than a more sophisticated form of luman relations.
What the revisionist writers intended was never really understood
by many or properly implemented on a wide scale. Whereas the
. carlier human relations put the' einphasis on the teachers’ social-
. interaction nceds and physical comfort, the revisionist view was
articulated as ;l'supcrﬁqiul attempt to make teachers feel a part of’
the school primarily through relatisely controlled or safe participa-
tion practices. To old human relations add one part participation
and stir well. Nothing important secmed really changed. The ideas
of the revisionists are still important, F think, and if properly under-
stood and implemented they can.lead ws away from our present
inadequacies in supervisory practice, . .

»r

. e

Neo-stiéntific nianagément, the most recently entienched image =

of superyision, is in large part a reaction Arainst human relations <

supervision, particularly its neglect-of the teacher in the elassroom.

Neo-scientific 1n;1n:1gcnncn}slﬁfm with tiaditional scientific man-

agement an interest i ontrol, accountability, and cfficiency. The :

cade words.ofthits movement me teacher competencies, performance
/”bj't‘&ln’os, and ¢pst-benefit analyvsis. Tll'c\:'tm.l,('diincnsion, concern
, for job, and concern far highly specificd performance objectives, all
s0 lacking in human relations supersision, are strongly emphasized -« 3
in neo-scientific management though often at the expense of the
human dimension. Nco-séicnntiﬁc'm:}nugcmcnt relies heavily on.
externally imposed authority aid as.a result often, lachy acceptance ‘
from teachers. .

Each of the three images of supervision shares a lack-of faith

and trast in thy teacher’s ability and willinguess to display as nuch

~ar

2 Dougls McGiegdy,. The Human Side of Enterprise. New York: oo
MeGraw-Hill Book Compiduy, 1960, Wanen Bennis. “Res isionist Theory of
. Leadewshp.” Harcard Business Review 39 (2): 26-38; 1961; Chus Argyris,

Personality and Organizatin. New York: Haper wtd Brothets, 1957; and
Rensis Likert. Ncw Pattans of Management. New York: McGraw-Hill Book
Company, 1961, ’
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. 4 PROFESSIONAL SUPERVISION FOR PROFESSIONAL TEAGHERS

intcrest in the wellwre of the school ad its educational pragrams

¢ s that presined by administiators and supervisors. In traditional

scicntific managament, teachiers e hicavily supervised in an effort

to cusure for adwministiators and supervisors that good “teaching

would tuke place. In luman relations supervision, teachers are

nutiad and ivolyed i cflorts to increase their job satisfaction

so that they might be more pli‘tﬁlc in the hands of admiuistrators

and suparvisors, thus ('mming‘lh:tl good teaching will take place.

. In neo-scientific management, illll)k'l‘b(;ll‘ll‘ technical, or rational

control mechanisms substitute for face-to-face, close supervision.

Here it s asstmed that if visible standards of performance, gbjec

tives, or, competencies can be identificd, then the work of teachers

can be contiolled by Lolding them actountable to these standards,
thus cosming for administrators and supervisors hetter teaching.

. ' Never fnlly adeguate in the first place, cach of the three images

ol .sul;(_l Vision is becoming increasingly inadegliate, True, the gonl;

"and tashs of suparvisors 1intin I‘ugvl-\ unchanged. Sypervision con-

. tinues to be a change-oticnted role designed for the improvement

of ustiuction apd the development of teachers. But, the setting

\\ithi.n which su’pu\ision takes place has changed markedly.

- .

\

~ Teacher Entrenchment

. The 70°s mark a new era of concern with Yegard to. job satis-
Faction of teachiors. Whete previously schools were concerned witlh

decreasing teacher ttnover o1 iuc;c‘t.sing retention rates, the-con-

cenienow s for over-tctention and a lack of mobility among teachers. -

We are now in a period of entrenchment, of teachier surplus,

of dedlining student cngollments, wifll of economic slowdown. Stu-

. dent Guollents we down diistically in clementary schiools and

" are deddining in sceondary schools. Birthiates continue to be down

and therefore this trend will continue for some time, Good teaching
- F jubs A ‘tll‘u\ld'\ difficult to find and teacliers will he incrdasingly
. I(*b’s’lik('l_\ to turn over once they obtain employment. MV

« ® . - ‘
~® Thougl- some may \con.si(lcr lof teacher_turnovey as
Dlgssing, it actuttly poses @ number of problems which \if not

. . >
. resolved ean have gt e cdnsequences for the school.

Qo - . .
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INTRODUGCTION. BEYOND HUMAN RELATIONS 5
[} ? -
® Teachers who are dissatisfied with their jobs are now less
. likeh to leave, The reasons for staving age too important.
® ‘Teachers who would like to turn over but cin't are staving
on the job for the wrong reasons. -

® Large unmbers of teachers who are on the job for the wrong
reasons can have seripus, adverse effects on the school and its
stndents.

By and large the teachers we have now are the teachers we will
have in the vears to tome. It is wishful thinking to assume that
schools will improve or that changes will be aceepted more readily
by “ipfusion of substantial “new blood” into the schools. Improve-
meits nmst be, made BaTrelving on the teachers we now have. Thus
keeping teachers in effective service as interested, growing, and

shighly motitated individuals becomes a prime focus of supervision.

. Schools ave hasically comprised of teachers and stndents and
this - makes them labor intensive organizations. Owurs is not- a
teclhmically oriented: field largely dependent upon automated equip-
ment. Indeed four out of five doltars spent in education wind up
in the pockets of teachers. not in equipment, buildings, or materials.
When wé think of teaching ay an ocenpation we think of teachers,
over,tWo million of them. Few other fields can match this labor
intensive record. Further, schools are organized so that teachers
have wide diseretion. Indeed discretion actually increases as one
moves, down the educatiogal hierarchy into the classroom. The less
visible one’s job is to other adults, the more discretion he or she has.
Teachers can behave pretty nmch as they wish providing that the
direction »ad activitics they choose to undertake or ignore are not
interdep ndent with the work of others and providing that they
do not yoticeably violate accepted precepts of normative or orga-
nizationad orgler.

L}
- L

Implications for Supervision

The labor intensive natire of teaching combined with a period

of stabilitv in teacher Tetention-turnover provide a setting which’

requtires a new -emphasis iy supervision. Supervisors, for example,

will find that most situations they face force them to operate more

. -

»




6 PROFESSIONAL SUPERVISION FOR PROFESSIONAL TEACHERS
as change facilitators than as direct agents of change. For inany
changes, mere teacher acceptance—even cooperation—will not do if
they are to be successflly implemented” Schools are pnmdnl)
IlUI(]lll& companies for pcoplc and not so mucl structures in and
of themselves, Change in education usually means chaage in teach-
ers. Buildings, schedules, materials, cuniculum formats, and other
«o . changes should not be ignored but need to be considered in per-
spu,mc with rel. lllOllbIllp to change in teachers. In Sizer's words,
“Amy theory of school reform must start with teachers. they control
the system. Subtle nmllcrs their sclf-2stecm, pride, loyalty, com-
itment—are crucial.” ‘ ‘
. Lu-the final analysis it is what the teacher decides to do day by
" day with studentsiirthe-classroom that really matters and this daily
encounter needs to be the focus of change. If we fail to reach this
e _daily encounter, we have dealt only with structural change bt not
‘muul‘ change. The school hias wide experience with structural
change. Team teaching, modular scheduling, open space, differ-
cnti‘ltcd staffing, multiunit-IGE, packaged teaching materials, in-
formal education, and vpen campus plans are examples of structural
changes.  Such changes often “scem widespread to the casual
observer. But, for those who examine the scliool carefully it seems
that, although structural arrangements of the classroom and school
may have changed dramatically, teachiers and administrators usually
have not. They may still see students the same way, they may still
be working under the same assumptions, and for all intents and
purposes their behavior and their effcet on students may vary little
from previous modes. We liave been fairly suceessful in implement-
ing structural changes in schools but not iuternalized changes and as
a consequence we have gained little in the process. Internalized
changes, on the other hand, have the capacity to reach the school
wliere it counts—in what teachers believe and how they behave.
Staff stabnht) and teacher entrenchinent pose similar problems
for supervisors. Teaching is boring work for many teacliers. Routine,
’ dull, monotonous, or flat may be more appropriate descriptors. It is,
of course, unfair to characterize all teachers this way, for so many
‘ ‘uclmrd\\orl\mg, u)mmlttcd and dedicated. \'C\crtheless for large
|

* Theodore Sizer. “Educational Rcfurm..Spccuhtion from Retrospec-
. tion.” Notre Dame Journal of Education 4 (1): 52; 1973.
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INTRODUCTION: BEYOND HUMAN RELATIONS 7

numbers of teachers, teaching is boring to them and to their stu-
dents. The zip and excitement are gone but the teachers stav. The
evidence Is mounting that significant changes in school effectiveness
will not come about as a result of increasing salaries of teachers,
d(‘crv;tsing class size, introducing new teaching materials, beefing up
the academic training or certification credentials of teachers, reduc-
ing the work load, introducing clerical assistants, using performance
contracts, and the like.* These all contribute a certain amount to

-

effectiveness but their potency cannot compare with powerful social- .

psvchological factors such as internal commitment and motivation
to work. The highly motivated teacher must hecome a high priority
concern of supervisors. Simply stated, quality education and effec-
tive sehools are primarily a function of competent administrators,
supervisors, and teachers who are internally committed and moti-
vated to work.? ‘
) Identity, commitment, and motivation to work then are the
ingredients needed in any approach-tosupers ision. This monograph
proposes and describes a profesyional approach to supervision the
conntr@tgli believe to be particularly suited to today’s professional
teacher. 'I'c:lcTITc“njs‘nl‘cccl; desire, and desery e more than a Slnpgn"visoqy
relationship-which_is _eoncerned with !l{.‘ll_'lIIOlly,,SOCiill_- ~f10gds,g:md
~pl asant working conditions: '{Tho\hlwl:ln dimension s n(qt.;abnn-
ldoned in the approach we .describe ‘but rather it -is-clevidted to a
}ncw level of understanding and importance, one more befitting the
professional teacher. The task dimension, with it emphasis on
objectives and accountability, is not abandoned either but is con-
ceptualized as an integril part of the design for supervision. The
first chapter explores principles and concepts basic to a human
resources approach to superyision as an alternative to the human
relations approach. )

Louis Rubin, in the second chapter, examines the supervisor’s
role in relation to staff devclopment. Staff des clopment is a crucial

1 See, for example. Frederick Mosteller and Daniel P. Moynihan, editors.
On.Equality of Educational Opportunity. Papers Deriving from the Harcard
University Faculty Seminar on' the Coleman Report. New York: Random
House, Inc,, 1972,

% See, for example. Rensis Likert. The Human Orgunization: Its Man-
agement and Value. New York. McGraw-IHill Book Company, 1967.
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8 PROFESSIONAL bUl’lCR\'lSlON FOR PROFESSIONAL TEACHERS

“task fur the hunman lcauuuu blll)cl\lbul and Professor Rubin brings

siguificant insights aud umlclst.lmln.g to this focus. Professor Rubin,

_ presently a mcngl)u of the Center for the Study of Coutinuing .n;d

Professional Education at the University of Illinois, Urbana, has
wide experience in education as a professor, educational developer,
and practitioner. He has an outstanding record of practice and
scholarship associated with huunan 1esources, supervision, and staff
development "and _is editor of Improcving In-Service Education:
Proposals and Procedures for Change (Boston. Allyn and Bacon,
Inc.,, 1971).-

In the third chapter, Theodore Manolakes describes and
analyzes the advisory Vs) stem of supci‘x ision as a possible example
of lmm.un resources-supervision. Professor Manolakes is in the De-
partment of Elementary and Early  Childhocd Education at the
University of inois, Urbaua, and writes with firsthand eaperience
of advisory supervision both in the United States and Britain.
Professor \I.\nol.ll\cb was a codirector of an advisory training pro-
gram at the University of Hlinois and directs a cooperative teacher
education program \\lth the University of Bristol, England.

In the final dmptcr Ernest Houst examines human resources
supervision and its relationship to accountability and evaluation.
Professor Touse is no stianger to the topic of accountability and
cvaluation, having-recently complct(.d a statewide study of Michi-
z,.mb ‘ucountal)lht) s\stun 1le medltm of School LLaluatton
Corporation, 1973) und lm.s nutholul numerous altlclcs on thls
topic. Professor House is « member of ‘the faculty of Educational
Administrativu and Supervision at the University of Ilinois, Urbana,
and is on the staff of The Center for Instructional Research and
Curriculum Evaluation at that University.

~oh
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A number of factors help determine ways in which supervisory
behavior in schools is expressed. The supervisor’s past experiences,
* personal idiosyncrasies, system of values, and beliefs are examples.
These, in turn, are expressed in the form of a sct of assumptions or a
private theory which the supervisor holds for people with whom he
or she works. , A
When one thinks of supervisory assumptions and how they
~<contribute to supervisory behavior, the name Douglas McGregor
often comes to mind. McGregor is a household word among admin-
istrators and supervisors and his well-known theories X and Y are
now thoroughly enshrined in the writings and conversations of
- supervisors. It scems that the more well-known a set of ideas is in
our field, the less understood it becomes. McGregor’s ideas arc a
"~ -good:case in Jpoint. Theory X, -for example, is only understood as a
rather autocratic'zipp’foa‘c‘li"to-Slnpex:wisjonAn_ot unlike that associated
with scientific management. Theory Y, on the other hand;-seems:ot.
understood at all and indeed in ‘practice usually takes a form,
similar to, albeit softer than, autocratic theory X.

v

Human Relations and Human Resources Assumptions

Theory X is the title given by Douglas McGregor to a set of
assumptions supervisors have about people. This “theory” is com-
prised of several systemnatic and interrelated generalizations, which

ERI
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10 PROFESSIONAL SUPERVISION FOR PROFESSIONAL TEAGHERS ”.

significantly influence one’s behavior. The assumptions basic to
theory X are as follows:

® The average lmnmn being has a natuml dislike of work 'md
will av oul it if possible.

® Because of this inherent dislike of work, most people must
be persuaded, 1ewarded, punished, controlled, coerced, and directed
in order to get them to put fortl satisfactory effort toward achieving
work goals. ) .

® The average person prefers to be directed, lacks ambition,
wishes to avoid responsibility, and wants security above all.

Theory Y is the label given' By McGregor to a second set of
assumiptions which differ quite dramatically from those which com-
prise theory X. Theory Y assumes:

® That people have integrity, will work hard toward objectives
to whicl they are committed, and will respond to self-control and
self-direction as they pursue their objectives.

® The capacity to cxercise a high degree of imagination,
ingenuity, and creativity in the solution of organizational problems
is widely distributed among people.

® The average person under proper conditions is not only
capable of accepting, but will seek, responsibility.

® Work is as natural to an adult as play is to a child and
under proper conditions he or she will respond to work with similar
joy, vigor, and enthusiasm.!

What is not widely understood among supervisors is that
behatior associated with theory X assumptions can take two forms,
hard and soft. The hard version is a no-nonsense approach chara¢-
terized by strong leadership, tight controls, and close supervision.
Thc aoft .\pploach associatcd with tlncory X rc]ica heay ily on buying,

—-.Inore compllant and acccptmg of direction from supcuors Ihe —

! Douglas McGrcgor. The Human Side of Enferprise. New York:
McGraw-Hill Book Company, 1960,

L
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JIUMAN RESOURCES SUPERVISION 11

emphasis in both soft and hard versions is the same and focuses on
manipulating, controlling, and samaging people. The assumptions
which supervisors hold remain the same regardless of whether hard
or soft approaches are used. )

- Behavior associated with. theory Y assumptions, on the other
hand, is busicully (lv\'elopmentul. Here supervisors focus on build-
ing identification of and conmitment to worthwhile objeetives in
the work context and upon building mutual trust and respect in the
interpersonal context. Success in the work and interpersonal con-
texts are assumed interdependent, with important satisfactions for
individuals being achieved within the contest of accomplishing
important work. The differences hetween theory X assumptions
and behavior of the hard or tough variety and theory Y assumptions
and behavior are easily observable and understood, Theory X-
soft and theory Y, hdwecer, are often deceptively similar. Onc
should not be fooled by this similarity for soft X is readily exposed
as one probes just slightly below the surface.

7 Fhe assumptions of theory X-soft underlic human relations
approaches to supervision ahd those of theory Y characterize human
resources approaches to supervision. Confusion between human
relations and hunian resources is a frequent contributor to incffce-
tiveness for supervisors. Supervisors geierally agree with the
assumptions basic to theory Y, but in articulating these assumptions
in practice, the human relations model tends to be expressed.

Human relations and human resources models are contrasted
on three key dimensions: attitudes, the amount and kind of
participation, and expectations. This comparison is based on the
work of Ravmond Miles, Mason Haire, Edwin Ghiselli, and Lyman
Porter.® In the human relations niodél teachers are treated kindly
but are not completely trusted or considered bright enough and
responsible enongh to participate fully in school affairs. By treating

+ teachers in a kindly way it is assumed that.they will become suffi-
ciently satisfied and sufficiently passive so that supervisors and
adininistrators can run the school with little resistance.  Further, it

) * Ravmond E. Miles. “HumansRelations Or Human Resources®” Harcard
Business Review 43 (4): 148-63; 1965; Mason Haire, Edwin Chiselli, and

o _ Lyvman Porter, Managerial Thinking: An International Study. New York:

_‘]f‘;ﬁn WWiley=&-Sons, dne, 1966,

’
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12 PROFESSIONAL SUPERVISION FOR I’ROFESSIOA\;:\L TEACHERS -
assumes the only coucern of teachers at “work is their own welfr .
and comfort. )

The lnman 1esources model assumes that, in addition to per-
sonal welfare and comfort, teachers have a desire for and a need
for full participation as shaicholders in the affairs of the school and
that they are prepared to work very hard on behalf of the school

RIC -

as they have the opportunity.

Human Relations Assumptions
(Theory X-soft)

{

Human Resources Assumptions
{Theory Y)

With Regard to People

1. People in our culture, teach-
ers among them, share a common
set uf needs—to belong, to be liked,
to be respected.

1. In addition to sharing com-
mon needs for belonging and re-
speet, most people in our culture,
teachers among them, desire to
contribute effcttively and creatively
to the accomplishment of worth-

“while objectives.

2. While teachers desire indi-
vidual recogmition, they more im-
portantly want to feel uscful to the
school.

3. They tend to cooperate will-
mgly and comply with school, de-
partment, and unit goals if these
important needs are fulfilled.

2. The majority of teachers arc
capable of exercising far more initi-
ative, responsibility, and creativity
than their present jobs or work cir-
cumstances require or allow.

3. These capabilitics represent
untnppcd resources which are pres-
ently being wasted.

3

With Regard to Participation:

1. The supervisor’s basic task is
to mahe cach teacher believe that
he or she is a useful andrimportant
part of the team.

1. The supervisor’s basic task is
to create an enviromnent in which
teachers can contribute their full
range of talents to the accomplish-
ment of school goals. The super-
visor works to uncover the creative
resources of the teachers.
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With Regard to Participation (continued)

2. The supervisor is willing to
explain his or her decisions and to
discuss tcachers” objections to his
or her plans. On routine matters,
teachers are encouraged in plan-
ning and in decision making,

3. Within narrow limits, the fac-
ulty unit or individual teachers who
comprise the faculty unit should
be allowed to excrcise self-direction
and self-control in carrying out
plans. . .

2. The supervisor allows and
enconrages tc.ndlyrb to participate
in important as well as routine deei-
sions. In fact, the more important a
decision is to.the school, the greater
is the snpervisor’s cfforts to tap fac-
ulty resources.

3. Supervisors work continually
to eapand the_areas vver which
teachers exercise self-direetion and
self-control as  they develop and
demonstrate greater insight and

‘ ability.: ~ . .

, With Regard to Expectations

1. Sharing informatign with
teachers and involving them in
school dccision making will help
satisfy their basic nceds for be-
longing and for individual recog-
nition.

2. Satisfying these needs_ will
improve teacher morale and will
reduce resistance to formal author-

ity.

1. The overall quality of deci-
sion making and performance will
improve as supervisors and tcach-
ers make use of the full range of
experience, insight, and creative
ability which-exists in their schools.

2. Teachers will exercise re-
sponsible sclf-direction and sclf-
control in the accomplishment of
worthwhile objectives that they un-
derstand and have helped estab-
lish.®

v

Theory Y assumptions and human resources supervision will

RIC

not be appropriate for all the people with whom supervisors work.
Indecd, many teachers fit the theory X assumptions exactly and
others tend to fit somew here between theories X and Y. For these,
the human relations approach or perhaps even the hard theory X
approach might be appropriate. Most teachers, liowey er, fit under

¥ Adapted from Miles, op. cit., p. 153.
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theory Y assumptions and will 1espond to human  resources
supervision.*

' Understanding principles of motivation. and how they affect
teachers is an important aspect of human resources supervision,

Unlike carlier_views of motivation, ninan resources superyision

assumes that satisfaction is not a means to obtaining higher per-
formance from teachers but 1ather is an end Swhich teachers seek
and obtain from successful work experiences.

Understanding Motivation

A basic principle in motivation theory is that people invest of
themselves in work in order to obtain desired returns or rewards.
Examples of imvcstments ae time, physical energy, .uental cnergy,
creativity, knowledge, shill, enthusiasm, and effort.” Returns or
rewards can tahe a variety of forms including money, respect, com-
fort, a sensc of accomplishment, sucigl acceeptance, and security.
[t is uscful to C‘llk'g()lebiolib‘of itn estment in work as being
of two types. The fifst type is a participation investment and the
sccond a performance investment.?

_The participation investment is required of !l teachers and
includes all that is necessary for teachers to obtain and maintain
satisfactory membership in the school. Mecting classes, preparing
lesson plans, “obtainiug satisfactory cvaluations from supervisors,
following sclioal rules and regulations, attending required meetings,
bearing one’s fair $hare of committee responsibility, projecting an
appropriate image to the public—in short, giving a fair day’s work
for a fair day’s pay. Teachers not willing to make the participatory
investinent in work find themselves unaceeptable to administrators
and other teachers. On the other hand, one cannot command

i See, for example. Rensis Likert. The Human Organization. New York:
McGraw-Hill Buokh Comipany, 1967, Frederick Herzberg, Bemard Mausner,
and Barbara Suydetman, The Mofivation To Work. New York. John Wiley &
Sons, Inc., 1959, M. Scott Myers. Every Employee a Manager. New York:
McGraw-Hill Book Company, 1970.

#The discussion of theories of motivation and the motivation hygicne
theory follows sections of Chapter 10, “Mativating Teachers To Work,” in:
Thomas J. Scrgiovanni and David Ellott.  Educational and Organizational
Leadership in . Elomentary Schools. Englewood Cliffs, New Jersey. Prentice-
Hall, Inc., 1975.
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teachers to giye more of themseh es, to €o beyond the participatory
iy estent. Tu return for the participatory investment, teachers are
provided with such benefits as salary, 1etirement provisions, fair .
supervisioa, good human relations, and seewrity. In-asense, we are
desaribing the traditional legal wok 1elationship hetween employ er
andl employce. We can think of no great achievements that have
resulted from merely the tiaditional legal work relationship. Great-
ness Kis always heen a result of cmployers and employces exceeding
" the limits of this relationship. :
The performaince imestment exeeeds the limits of the tradi=
’ _tional-legal work relationship. Tiere teachiers give Tar more than
—7 that which one can’ “reasonably c.\pccyl” and in veturn they are
provided with rewards which penmit them to enjoy deep satisfaction
with their work and themselves. When we speak of motivation to
work, we speak of providing incentives which evoke the perfor-
‘mance investment from teachers. It is important to distinguish
between the Kinds of rcturns o' rewards which evoke each of these .
im estments. One does not eXeeed the limits of the traditional legal
work relationship for moie 1ewards of the same kind, One does not
buy the sccond investment svith moie inoney, privileges, casier and
" better working conditions, and illll)vl oved human relationships. These
o are important incentives as we shall see, but their potency is limited.
In the next section we examine the motivation-hy giene theory which
was developed by Frederick Herzberg® The principles of this
theory should help us to undarstand better participatory investments
and performance investments at work.

>

The Motivation-Hygiene Theory

The following paragraphs g;i\c descriptions of important fea-
tures of the motivation-hygiene theory. These descriptions are
,§latcd first in an nttcmi)t to sketch out the nature, scope, and
potency of the theory. Then a summary of theoretical and research
findings:provides the origins of the theory.

) ‘® There are certain conditions in work which teachers expect
to cnjoy. If these conditiens are present in sufficient quantity,

[~

% Herzberg et al., op. cit.

o Q
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teachers will perform only adequately. If these conditions are not
present in sufficient qidntity, teachers will be dissatisfied and work

perforinance will sufler.” - I »

® The conditions in work \\'liio;b tbgne}ncrs expect as part of the
traditicual legal work 1clationship are galled hy gicnic factors. Their
absence l'L'blll*lh in teacher dissatisfaction and poor pcrformancc.
Their presence maintains the traditional legal work relationship
but does not motivate performance. . .

® The factors which contribute to teachers’ exceeding, the
traditional work relationship aie called motivators. The absence of
motivators docs not 1esult in dissatisfaction and does not endanger
the traditional work relationship. .

® .Motivation factors and hy giene factors are different. Moti-
vation to work is not a resnlt of increasing hy gienic factors.

® [Drgicne factors are associated with the conditions of work
and are extrinsic in nature. Examples are money, benefits, fair
supervision, and a feeling of belonging. Motivation factors are
associated with \\’ork itsclf, and are intrinsic in natare. Examples
are recognition, achiey ement, and increased respousibility.

¢ Hygicene factors are important, for their neglect creates
problems in the work environment. Théde problems can result in
dissatisfaction and lowered performance., Taking care of the
hygiene factors™ pfevents trouble. These factors are not potent
cnough, howeser, if the goal is to motivate teachers to work.

® Hygicne factors mect one’s need to avoid unpleasantness
and hardship. Motivation factors serve one’s uniquely hunan need
for psychological growth.

® Satisfaction at work is ot a motivator of performance.per se.
but 1esults from quality performance, Supervisors should not use
s Lisfaction as a method of motivating teachers, but as a goal which
teachiers sceh and whicls is hest obtained through meaningful work.

® Supervisors who use job satisfaction to motivate teachers are
practicing human relations. This has not been proven to be an
clfective approach. Himman relations emphasize the hy gienic factors.

® Supervisors who consider job satisfaction as a goal which
teachers seek through accomplishing meaningful work and who

’

-
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focus on enhancing the meaning of work and the ability of teachers
to accomplish this work are practicihg human resources supervision.
Humzui resources supertision emphasizes the motivation factors.

® True, not all teachers can be expected: to vespond to the
motivation-hygiene theory, but most can.

In summary, the theory stipulates that people at work have
two distinet sets of needs: . e

One set of needs is best met by hygienic factors. In exchange
for these factors, one is prepared to make the participatory invest-
ment—to give a fair day’s, work. If hygiene factors are neglected,
dissatisfaction occurs and one’s performance on the job decreases
below an acceptable level. '

Another set of needs is best met by the motivation factors
which are not automatically part of the job but which can be built

+ into most jobs, particularly those found in, schools. In return for
the motivation factors teachers are prepared to make the per-
formance investinent, to exceed the limits of “the traditional legal
work relationship. If the mdtis ation factors are neglected, one does
not become dissatisfied, but performance does not exceed that

typically, described as a fair day’s work for a fair day’s pay.

The"Motivatiop-Hygiene Factors

Motivation-hygiene theory results from the research of
Frederick Herzberg. The model for his research is an interview
method whereby workers are asked to describe job events associated
with satisfaction at work and job events associated with dissatisfac-
tion at work. Further, the effects of these feelings and events on
one’s performance at work are examined. Dozens of studies have
been conducted using this approach on a variety of workers, from
scientists to assembly-line workers, and in a2 number of countrics.

~ Achievement, recognition, work i’tsclf, responsibility, and
advancement are the factors identified by Herzberg as contributing
primarily to satisfaction. Their absence tends not to lead to dis-
satisfaction. These are the motivators, the rewards which one secks
in return for the performance investments,

Policy and administration, supervision, salary, interpersonal
relationships, and working conditions are the factors which Herzberg

——
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identifies as contiibyting primaily to dissatisfaction. These are the
Iy gienic factors, conditions which \\-mécr.s‘ expeet.in_return for a

. fair day’s work. 3 : -
. The Motication I"ac!_(;rs . :
' Achievement e Satisfactions derived frqm these
~ Recognition = factors are associated with jncreased
Work itself performance.. Their abscnc?} does not
Responsibility . lead to decreased performance but to

Advancement a’state characterized by
. work for a fair day’s pay.

fair day’s

%

The Hygiene Factors”
Salary
. Growth possibilitjcs

. These are the dissatisfiers which

lead to decreased pcr;7[imance if they
¢

Interpersonal r(‘!‘l(ii()l]b " Are not present. Proyiding for thesc
Status ] / . factors ensures “a faiY day’s work for
Technical superyision < fair day’s pay” fronx teachers but not
-Policy and adminjstration = much more. 4 ‘
' Workinpydonditions - - - /
Job secdrity ;o
Personal life . ' .

. -« *

The Motivatibn-Hygiehe Theory and Teachers

7~ The motivation-hy giéne lhbeor)' has been tested in educational

scttings on a number of occasions and _with ‘generally supportive
results. In one such study, teachers were interviewed following
Herzberg’s proctdure to identify high and low feelings about their .
jobs and to- collect stories which accounted for these feelings.”
Achievement and recognition were identified as the most
. potent motivators. Responsibility, although a significant motivator,
appeared in only a small number of the events related by teachers

?Thomas J. Sergiovanni. “Factors Which Affect Satisfaction and Dis-
satisfaction of Teachers,” The Journal of Educational Administrators 5 (1):
66-82, 1976. Fur ¢ recent comprehensive review of studies testing aspeets of
the motivation hy giene theory in educational settings: as well as an extensive
anabysis of 1ssues assuaated with the theory see. Geae Schmidt. “Joby Satis-
faction Amung Secondary School Adimistiators,” Unpublished doctoral disser-
tation, Urbana: University of Illinois, 1974.

rl »
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that were associated with satisfaction. We do not take advantage

of the wotiv ational possibilities of responsibility in education—this
factor is relatively stuidardized for teachers in that responsibility
does not vary muclk from one teachier to another. Work itself did not
appear significantly more often as a contributor to satisfaction.
Apparently, elements of the job of teaching as we presently know it
are inherently less than satisfying. Among these are routine house-
keeping, attendance, paper work, study Jiall, lanch duty, and the
lil\"o. The negative aspeets of clerk, cop, and cnstod_iuvl: roles scemed
to neutralize professional teaching and guidance roles for these
teachers. Poor interpersonal. relations with students; inadequate,
incompetent, inscnsitive, aud close supervision, unfair, rigid, and
inflexible school policies and atministrative practices; poor inter-
personal relations with othr teachers and with parents; and inci-
dents in one’s personal life were the job factors found to contribute
significantly to dissatisfaction among teacheérs. )
Herzberg found in lis original study with_accountants and
engineers that, while recoguition and advancement were inentioned
most often as motivators, the duration of good feelings associated
with these rewards was very short. Work itself and advancement

seemed to have medium effects hut good feelings associated with -

responsibility lasted more than three times as long as achievement
and recognition. .
- S
Teachers as Individuals . - s

The mdtivation-hygiene theory” provides simplified answers to
rather complex questions. This is a bold theory which provides
broad and general guidelines. to supervisors interested in eybkig
the performance investment from teachers. Its boldness and ‘iti
broad propositions require inteiligent caution as one applies the
theory to practice. For example, while the theory suggests that by
and large only certain factors motivate, it would be wrong fo con-
clude that some teachers are not “motivated” by the hygicnic
factors. But, under ordinary circumstances, these factors do little
more than ensure the participition investinent as characterized by
“a fair day’s work for a fair day’s pay.” )

Most healthy teachers liave the capacity to respond to the prin-
ciples of the moti\'ation-lnygiene‘t{neory. Further, Lealthy teachers

£
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who are deprived of intrinsic work satisfactions which come from
the motivation factors scek these satisfactions clsew here—at home
through family membership, hobbies, comunity activity, sports,
and the like. Attention to these aspects of onc’s life arc important to
all of us, but the world of work seems the nore natural place for
profcsswn..ll workers to find satisfaction for their needs of esteem,
comnpetence, alclnie\ cment, autonomy, and sclf-actualization.
Teachers who seem more interested in hygiene factors than
motivation factors can be categorized as follows: (a) those who

_havg the potential for motivation secking but are frustrated by

insensitive and closed administrative, supervisory, and organiza-
tional policies and practices, (b) those who have the potential for
motiz ation-sceking but who decide to channel this potential into
other areas of their lives, and (c) those who do not have -the
potential for motivation seeking on or off the job. Those in the
second and third groups use their jobs as a means to_gain or achieye
goals not related to the school.

The second group includes many teachers whose 5o(|ls are a
second car, a yvacation house, supplementing a spousc’s income in
order to achicve a higher standard of living, putting a spouse or
children through college, and 50 on. Men in this group often use
the teaching occupation as « means to step-te=anothcr job, such as
coaching, counscling, o1 administratioft. These teachers are on the
iob for hygienic and external reasons Jind not motivation reasons.

The third group includes indivitluals who seem “fixated” a
lower nced levels. In a sense, they are obsessed with avondmg’
unpleasantness and discomfort at work to the point where they
have not developed the ability to seek satisfaction through the
motivators and at higher need levels. Many regard thi¥ obsession

as a symptom of poor mental health and feel that selection pro-

cedures should be devised which will identify and filter out teachers
of this type. Tenured teachers of this type will need to be heavily
super vised.

Teachers who have the potential for motivation secking but
who clect to seek satisfactions of this kind outside of the school are
by and large good teachers who give honest labor in exchange for
that which they hope to gain from the school. Extraordinar{ per-
formance is lacking, however, for strong comnmitment to the school
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and its purposes.is lacking. Teachers of this hind will be with us
for a long time to come but they camot be depended upon sub-
stantially to upgrade the nation’s schools o1 to display much interest
in becaming full partners in the school enterprise unless thev can
become attracted to the motivation factors.

Teachers interested primarily in hy gicnic factorshut who have
motivational potential can make significant contributions to the
school’s work if kindlv but firmly and competently supervised ov
when combined with motivation scehers in schools with differen-
tiated roles and responsibilities., [y giene scehing teachers who have
the potential for motivation scehing but who are frustrated by the
school and its administration are unfortunate casualtics. When we
deny teachers motivation eapressions, we waste not only valuable
human resources but we deny school youngsters important oppor-
tunitics. In general, hygicne seehing teachers think of their jobs
primarily (perhaps exeessively is a better word for all of us are
reasonably concerned with hygienic factors) in terms of salary,
working conditions, superision, status, job sceurity, school policies,
and administration and social relationships.

<

Job Enrichment-Motivation in Practice

Motivation to work is a state characterized by a progression
of events and feclings which conceptually begins with important
and meaningful work, which leads to improved effort and per-
formance; which leads to increased” intrinsic satisfaction; which
leads to inercased identification with and commitment to one’s job.
This progression should’be thotight of as ¢y clical with identification
and commitment resulting in an increased desive for important and
meaningful work.®

* In practice the progression of events is much more complicated and less
understood than portiased in Figwe 1. Indeed no fived beginning and ending
points probably eist in the strictest sense and which events lead to the next is
more conjecture than fact, but these events seem to be the unportant mgre-
dients in motivation to work. Sce, for example, the Maich and Simon and
the Porter and Lawler models of satisfaction and performance: John March
and Herbeit Simon.  Organizations. New Yoih: John Wiley & Sons, Inc.,
1938 p. 49, Lyman Porter and Edwad Lawler, 111, Managerial Attitudes and
Performance. Homewood, Hlinois: Richard D, Irwin, Ine., 1968, p- 17.
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This cyclical progression is illustrated in Figure’ 1.

* -

t

important  + effort 4+ intrinsic +  identification
and and and

meaningful —s performance —— satisfaction —» commitment
work .

'k -+ desire for + j

Figure 1. Job.Enrichment and Motivation To Work

In human resources supervision intrinsic satisfaction is pre-
sumed to be the pivotal point of concern for most teachers but
important and meaningful work becomes the pivotal point for super-
visors as they work with teachers. Herzberg’s motivation factors of
achievement, recognition, responsibility, work itself, and personal
growth are derived from success at important work.

No one supervisory strategy or leadership dimension con-
tributes eaclusively to evoking or enhancing motivation in teachers.
Certainly the distribution of authority, the supervisor’s leadership
capabilities, the school’s management climate, patterns of inter-
action, decision-making processes, and levels of trust and goodwill
all contribute to enhancing or retarding teacher motivation. Other
important influences of motivation are beyond the control of super-
vision. One prime contributor to motivation well within the super-
visor’s province as an individual knowledgeable about education and
with responsibility for instruction is the structure of the teacher’s
job. Changing the teacher’s job to improve opportunities for intrinsic
satisfaction is called job enrichment. Job enrichment is accom-
plished when one certically loads the job with more opportunities
for successfully experiencing important and meaningful work.

® The purpose of job enrichment is to increase the amount of
intrinsic satisfaction one attains from a job.

® Vertical loading is an enrichment strategy which builds into
the job increased opportunities for experiencing achievement, rec-
ognition, advancement, opportunities for growth, and increased

* competence.
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® Job enrichment in education means the deliberate up-
grading of responsibility, scope, importance, and challenge in the
work of teachers.

Job Enrichment for Teachers

The development of specific job enrichment strategies for
teachers is a situational matter best accomplished by supervisors and
teachers on the job. The possibilities and opportunities will differ
school by school. Regardless of what individual strategies are devel-
oped, they should represent attempts to load more opportunities for
achievement, recognition, growth, variety, interest, and responsi-
bility into the teaching job. Some.components of the teaching job
where job enrichment strategies are-applicable include:

teaching methods ;

curriculum sequence, scope, and content

scheduling of students

sche(hnling of instructional modules and class periods

goals and objectives

teacher and student roles and relationships

evaluation )
planning C T e
new practices

selection and purchasing of materials

self developinent.

Let us take curriculum sequence, scope, and content for ex-
ample. Is the curriculum organized in a fashion which encourages
teachers to teach in a mindless way with little regard for the value
of material they cover or little regard for what they are trying to
accomplish? Are teachers largely direction givers implementing a
heavily preseribed curriculum and therefore making few decisions
of their own? Situations such as this are badly in need of enrich-
ment. The following questions, though not inclusive, might help
decide the extent to which one’s education program is in need of
enrichment: ’

1. Are teachers deciding what will be taught, when, and.how?

2. Is the curriculum conﬁnfng to teachers or does it free them
to be innovative and creative?
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3. Do teachers know what they are trying to accomplish and
why? .
\

4. Arce séhiedules established and youngsters groupcd by teach-

‘ers for educational reasons? T e

e

5. Are teachers free to deviate from schedules for good educa-

tional reasons?

6. Is curriculum standardization avoided for teachers and for
stucdlents?

7. Are the teachers more accountable for achicving agreed-
upon goals and objectives than for teaching the curriculum or
operating their classrooms in a given way?

8. Do teachers have some budget control and responsibility
for their arcas?

9. Can teaclnens teaun together if they wish?

10. Arce tc.\(.lncns free to choose their own cumculum materials
within budget constraints?

Pgt(erns of Classroom Influence and Job Enrichment

One way in which a classroomn can be described is on the basis
of student influence and teacher influence. That is, to what extent
do students and do teachers influence and contribute to classroom
godls and objectives,-eurriculum.decision making, and instructional
activities? Great \armblllt) exists in the amount of influence which ~

‘teachers and- students exercise as one views classroomns. In some

classrooms the teacher is very influential when it comes to deciding
goals und objectives, what will be studied, how and when. Such
teachers may very well have the students’ interests at heart and
indeed deronstrate this by flexible and creative teaching but it is
understoud that students will have little to say about such decisions.
In other classrooms, teachers function in a mindless way as they
implement a curriculum with which they have little identity and
often do not understand. Here neither teacher nor student assumes
responsibility for goal selection and curriculum decision makiny.
In a few classrooms, ieachers and students exercise major influence
as they paticipate together in goal and objective development and
in curriculum decision making. In an occasional classroom one may

find that the teacher exercises virtually no influence, having abdi-_
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< -
cated the responsibility for goal sclection and curriculum, decision )
making entirelv to students. .

Ownership-and influence are factois in incrcaéing the impor- |
tance and meaning of work and in (lctcrmining‘%onc's disposition |
toward his or her job.® The extent to which teachers (and indeed
students) influence classroom practice is an important factor in
determining the opportunitics they have for experiencing important
and meaningful work.

The relationship between patterns of classroom influence and
job enrichment are shown_in_grid form in Figure 2. The abscissa
represents the extent to which téachers are able-to_influence class-
room practice. The ordimtcyrcprcscnts the extent to-which students
arc able to influence classroom practice.

\\'\9‘“
Student-centered Integrated
teacher influence low teacher influence high
student influence high student influence high
S job enrichment potential job enrichment potential
&| low for teachers, for both high
2| probably medium for - )
| students
1= ;
3| Curriculum-centered Teacher-centered .
% teacher influence low teacher influence high
| studentinfluencedow--- - | _.student.influence low -
job enrichment potential job enrichment potential
for both low fairly high for teachers,
L ) -low-for.students
: s
% teacher influence >\

Figure 2, Classroom Influence and Job Enrichment

The teacher-centered quadrant is characterized by fairly high
teacher influence but low student influence. Here teacher contribu-
tions to class activity are reasonably strong but limited. The choice
of materials, methods, and approaches, within approved limitations,

? See, for example. Richard de Charms. Personal Causation. New York:

Acadeniic Press, 1939, Melvin Seeman. “On the Meaning of Alienation.”
American Sociological Reciew 24 (6): 783-91; 1959.
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is ]l{rgc]) up to the teacher, not textbook writers, curriculum devel-

. opers, or supervisors. The teacher is free to adjust materials and
methods according to perceptions of student needs prov iding that
certain specificd content arcas or units of subject matter are cov-
cred. Nevertheless, the teacher is largely in command and makes’
imiportant decisions about objectives, timing, schedules, materials,
scope, and other.instructional activities.

’lcachcrs nced to engage in sclling, persuading, convincing,
d[)[)c.l]ln&,, and other human relations skills in order to get serious
commitment from students. Somctimes this is too difficult or time
consuming and the teacher falls back on horse tladmg. ‘When you
are finished with the assignment, you may take.a game from the
shelf and play quictly at your desk” or “Tomorrow we will have a
test and this assignment will hielp you pass.” Job envichment oppor-

» . tunities in teacher-centettd classes are fairly high for teachers but .

fairly low for students. - T T -

The student-centered quadrant describes classrooms where the
teacher rarely, if at all, exercises leadership. Responsibility for
Tearning is abdicated completely to students. Classrooms such as
these are usially part of educational experiments and are only rarely
found in numbers in the public schools. Some consider schools and
classrooms associated with this quadrant to offer an attractive
approach to education but this approach is limited by the passive
role assigned to the teacher. Generally, job enrichment opportuni-
ties for teachers are low in this setting and though higher for
students, are-not-fully- realized. An exception might be where young-
sters ave extremely independent m their work habits.

The least satisfactory approach to schooling is represented by
the curricilum-centered Guadrant and is characterized by low
teacher and low student influence. This quadrant represents a non-
leadership. approach which characterizes a large percentage of our
schools. Here the controlling force is the textbook, the highly struc-
tured and sequenced curriculum, and other materials which for the
most part determine class and school goals and objectives, decide
parcing, sequencing, and scope of instruction, and so on. Teachers
and students need only follow divections. Supervisors, on the other
hand, see to it that directions are followed.

In classrooms of this type teacher and students have abdicated

- f?()
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allb rights and respousibilitics to impersonal experts as manifested
in textbooks, overly structured curriculum, and othér devices which
rigidly program how teachers aidd students are to behave, and the
natwe of activities in which they will be engaged. Teachers who
operate,deep into this quadrant haye deserted the elass in terms of
providiig leadership and have become mere followers and gisers
of dircctions. , )

The question is not simply one of texts, materials, and cur-
riculum hut one of control. Do teachers use texts, materials, and
curriculun guidds as means to achicve individual and school goals
or are these ends in themsehves? This is not an academic question
but one of the survival of teaching as a profession as opposed to
being merely an occupation. We will always have teachers, but the
number of professionals in teaching may decrease as more and more
classrooms drift into this quadrant. In some respects this quadrant

_simplifics or makes casy the “job of teaching” but makes more diffi-

cult the job of keeping control of students. The typical student
response is likely to he largely“indifference, apathy, protest, and
slowdown with teachers soon responding similarly. True, some
teachers, because of limited potential in commitment or compe-
tence, may prefer curriculum-centered classroonis, but most would
prefer a more enriched environment.

In the integrated approach, teachers and student, assume
major responsibility for planning, organizing, and controlling the
learning environment, with supervisors providing Icadgrship which
supports this effort. Siuce teacher and student involvement in set-

ting goals and in planning work is high, identification and com-

mitment to work are more assured. These in turn are likely to result
in high performance by teachers and students. This is the setting
which makes most accessible the motivation factors of achicve-
ment, recognition, work itself, responsibility, and personal growth
for both teachers and students. ) -
Some Mistakes in Implementing Human
Resources Supervision .

An assumption basic to human resources dev elopment super-
vision is that most teachers are interested in obtaining intrinsic
satisfaction from their jobs and will work harder to get this satisfac-
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tion under the right conditions. Helping teachiers to aceept respon-
sibilits for then job roles, tagets, and behavior is an important job
curichment strategy in human rdsources supervision.

Delegating vesponsibility is not as simple a supervisory *pre-
scription as it scems. Many who have tried this approach can
quickly recount instances when it does not work. Delegating with-
out providing support is probably the most serious ¢..or in using
responsibility as a motivator. Giving teachers the responsibility for
developing their own methods or approaches to indis idualizing
instriction without providing the nccessary support or help to suc-
cessfully assume this responsibility is an example.

The establislment of targets or goals and objectives is another
ey aspect of human 1esources supervision. Without some sort of
agreement, some notion of direction, some idea of what is to be
accomplished and why it is of value, achievement, recognition,
responsibility, work itsclf, and personal growth remain abstractions.
" Tlie motivation factors are derived from the accomplishment of
work. and. sork_needs some dcfimtno:n and ratjonale in order for it
to be fully understoud. But taget setting, sipervision by objectives,
and similar programs whicli are established to facilitate” this goal
focus can cause more problems than they solve if implemented
dogmatically and indiscriminately.

. A common pl‘bblcm with such approaches is that they arc,often
too claborate, detailed, uniform, objective, and standardized in

“design and implementation. When this is the case, they can actually

rob the teacher of disaiction and relegate him or her to a position
similar to thgt desaibed in the curriculum-centered quadrant of
Figurc 2. Further, such programs have a tendency to become rou-
tinized and flat fon teachers, to become paper bound and over-
whehning in the time required for proper maintenance—all of which
can distract from creative and varied work for teachers. The teach-
ing job then becomes less enriched.

Part of the problem stems from such programs’ being too \wlllng
to trade accuracy for precision. Aceuracy refers to the importance
or value of an cducational activity or anl Precision refers to the
scientific rigor with which the activity or goal can be pursued and
measured. These dimensions are illustrated in Figure 3.
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Figure 3. Dimensions of Accuracy and Precision :

_Situations two and four, characterized by high accuracy and
high precision or high accuracy and low precision are the only
“défensible positions for teachers and supervisors. Schools should
always be involved in the pursuit of important and valuable goals
with whatever tools are available. ‘Sometimes our tools will be
rigorous and precise but at other times they will be ambiguous and
ill-defined. We err seriously when we find ourselves in situations
which are characterized by precise methods and measurements but
with learning goals of dubious value. This is the plight of the drunk
‘who searches under the lamp post for a key he lost in the dark
a block away. : .

Helping teachers to set targets and providing them with oppor- ¥
tunities to ac¢ept responsibility for their own behavior are not job
enrichment prescriptions to be implemented in the absence of a
system of support and help for the teachers. Indeed, any target
setting plan that¥s not backed up by a supervisory support system
designed to help reach targets is jrresponsible. The work of super-
visors does not end with providing opportunities for teachers to “
experience the motivation factors. Supervisors need to “make book”
on these opportunities by helping teachers to be successful.”

In summary, this chapter has discussed a number of important
, dimensions of human resources supervision including assumptions

‘ . -
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whicliundalic the approach, coneepts of motivation and job enrich-
ment, target setting, and the development of helpful gy stems.

\lotn ation in teachers.depends upon a complL-\ sct of factors
aud conditions, many of which are well beyond the control of the
schodl and the bll[)L‘l\lb()l One’s set of values and work norms, for
example, affects one’s orientation toward his or her job. Some
teachers will uever be propetly motivated to work and others will
usually he motivated to work 1egardless of what supervisors do.
Indeed a good 1ule of thumb is, if you want motivated teachers, hires
motn.ltcd people if you can. Wisdom aside; we still face the prob- "
lem of increasing the identity, commitment, and performance of .
Luge numbers of teachers ‘IlI’L‘Id.\ tenured on the job. The majority
of teachers desiie and seek satisfying work and will respond to
human resourees supervision.  But many will not and alternate
“supervisory methods aud procedures. th.lt suit these teachers will
need to be provided. Human resowmces superyision is not an clisir to
be administered indiscriminately to all. But it is a powcrful con-
ception of supervision which b) usmg the concepts of motivation
i and job emichment can markedly improve the identity, commit-

ment, and performance of mest teachers and the cffectiveness of
schools. )

In-the following chapters, three critical concerns of supervision
are exunined it relation to human resources ideas. The concerns
ae stafl deselopment, classroom supervision, and accountability-

. evaluation.

Rubin strougly establishes the importance of staff development
and places the responsibility for this function squarely in the hands
of supervisors. According to Rubin, staff develdpment is not a
routine adninistrative practice but an integral part of the day by
day supervisory process. Three assumptions he makes that are
consisteut with human 1esources supervision are. teachers want to
improve themsehes professionally, teachers should have consider-
able responsibility for and autonomy in deciding the nature of this
imprui@mcut, and stff development activities should vary from

- teacher to teadher depending upon their predispositions, capabili-
ties, and needs. '

Manolakes shares also the assumption that, given a healthy
climate, teachers will willingly sceh and aceept help in increasing
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their professiopal capabilities. Ile proposes the advisory system as
an image of supervision capable of providing face-to-face support
that teachers nedd and desire as they seck self-improvement and
increased satisfaction at work, ' . -
House recognizes the need for evaluation in his chapter on
accountability but proposes that the teacher nccd)/t{) function as a
relatively autonomous person who plays a key rol€ in deciding what
will be the nature of this evaluation. He argues that evaluation
practices based on neo-scientific management lack potential for pro-
viding teachers with intrinsic satisfaction at work and result in
decreased benefits for voungsters. In his view evaluation is not
something the sy stem does to the teacher but rather something, done
with the teacher and others to the system. :
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The demand for a radical reform of schools has .increased
consiilerab]y in the recent past. The slings and arrows-of outraged
parents, alienated pupils, and overburdened taxpayers are aimed—,
justly or unjustly—at the educat}'onal system’s presumed soft spots:
the repressiveness of school coritrol, our failure to meet the diverse
expectations of different subcultures, the ’in.precision of instruction,
the soaring costs, and the lack of eonnection with the world outside.
Yet there is ng consensus as to the proper cure for these ills.

Teachers, for example, who are at the heart of the action, have
through arrogance, or fear, or lethargy, or plain disbelief, either
disregarded the criticism, or have been exquisitely overactive to it. If,
as has been argued, the quality of the educational process hangs on
the intellectual and ‘emnotional encounters which occur between
children and their teachers, strely it is reasonable to argue that the
only effective locus of change resides in the teacher. Architects and
carpenters influence building costs, law associations oversee lawyers,

. and medical associations impose sanctions on physicians, perhaps it
is the teachers then who should govern teaching. The competitive-
ness of the marketplace alone is often sufficient incentive for other
professionals to avoid consumer, dissatisfaction: the client can seek
out a particular doctor or avoid an unsatisfactory lawyer. But the
teacher’s client, the child, cannot, if pleased, keep the same teacher,
or, if dissatisfied, go elsewhere.

33
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In large measure, teachers are masters of their own destiny.
Once they have entered professional life there are no formal sanc-

tions if they fail to become better practitioners. Thus, if the impulse

to improve does not come from within, teachers may well continue
to be endlessly encapsulated in defective skills, elosed minds, and
scant knowledge of children and subject.

A teacher prepares to teach by spending four or five years at
* training institution. There, in the existing order of things, he or
she learus a smnpling of all accunulated inforination, something
about the theory of education, and a few prescriptions regarding the
art and science of teaching. Even if this preparation were adequate,
and it clearly is not, the training can become outdated in a very
short time. Indeed, the moment teachiers leave the training institu-
tion they embark upon a rapid journey to obsolescence. The eye
of rescarch may sogn detect cracls in the foundation of old theory,
lighten what werc once datk voids, and illuminate new cducational
requircments. The social sciences are only now beginning to probe
deeply into the dimensions of human interaction. And we have
recently come to realize, with incredible lateness, that schools can
teach children to be failures as well as successcs. Beyond affective
considerations, the continuons niodernization of substantive knowl-
edge is an accepted fact. "It has often been noted, and with good
reason, that the teacher who has not studied, say biology, during
the last five ycars no longer hiiows the subject. The odds are there-
fore good that such a teacher will fill students with misconceptions..
Preservice trainjng alone, then, cannot produce great teaching.

While the prevailing critigism of preservice training may be
uncluly harsh, the crities argue that although it has provided a
reasonable gencral cducation, it has not dey eloped any real tccl;ﬁigal
skill  \ore, it has-failed to acquaint prospective teachers with th?
special nature of - different subcultures, .its objectives have som‘e‘a
times been vague and nebulous, and it has relied nlmost“comp]ctclyg

.

upon the student teaching caperience for the acquisition of crafts-
manship. If this experience were powerful and comprehensive,
giving the prospective teacher a thorough introduction to the art,
presenvice education might have overcome its other shortcomings.
However, since the time duration is short, the organization un-

systematic, and the exposure haphazard, the internship period has
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its limitations. For example, student teaching henefits can be no
better than the skill, wisdom, and commitment of the “master”
teacher to whom the student is assigned.

The teaching experience may also be subservient to the par-
ticular interests and philosoply of a single school. Furthermore, the
student teacher may happen into an authentic opportunity to learn
and practice, or when fate is less kind, the apprentice may be used
as unpaid labor to perform menial housekeeping chores. Interns
must of necessity—if they are to earn good ratings—emulate both
the good and bad poiuts -of the supervising teacher who is their
assigned model. And, since they almost-alway s enter practice teach-
ing in the middle of the term, there is an inevitable artificiality. And,
since the practice teaching period is customarily brief, it rarely
allows sufficient tine for authentic mastery. All in all, such training
begets teachers who have little choice but to learn.at' the expense
of their first students. )

Staff Development Is Vital *i "

The need for professional growth activitics which enhance the
quality of teaching is hardly unknown. In-service education has
been o standard educational trapping for most of the 20th century.
Still, its cous entional acceptance is.a bit nisleading, the awareness
of a problem and the tohen treatment of its symptoms is far from
legitimate and’” diagnosis is an even longer step from therapy.
Humans every where, not merely in cigarette ads ertisements, would
rather fight for their habits than switch. The stresses and tensions
of our time, morcover, tend increasingly to seduce us’ into the
sweeping of our professional dust under the rug. Even, however,
‘where there Lias been a stringent effort to meet the problem, the
programs have sufferggdy fgom o lack of energy, precision, direction,
and imagination.

Relegated to a position of minor importance, staff development
Lias been managed with sucl casualness that only rarely can one find
authentic concernmatehed with a lardheaded asgessment of results.
Thus it has been astonishingly easy for clumsy and inept programs
to survive. To install effective programs of professional growth
would lhave required comsiderable understanding of the ways in
which new skills and knowledge are best acquired by teachets, as .
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well as considerable sophistication 1egading the psy chological
mechanisms through which people change their attitudes and values.
These insights, alas, neither were known nor sought. During a
period of frenzied experimentation, the hazards of such a course
were survivable, We have now 1cached the point, however, where

our ancient infirmitics may do us in, for it has now hecome clear,

first, that better—and perhaps different—schooling is an indispens-
able clement in sustaining the society, and, second, that better
schooling will necessitate continuous readjustment in the time to
come. -

Since the teacher is, for all practical purposes, the conveyor
of the curriculum, the need to pI& afe the state of the practitioner’s
personal art is great. Evervtliing e do in constructing an educa-
tional s¥stem comes to its monen/of truth when the teacher begins
to teach. The dollars spc/nt\.f buildings and hooks; for research
and development, for piepafifig teachers and administrators; for
paper, pencils, gyvmuasiyfs, buscs, custodians, and computers, all
these and more, are ultimately invested in the teacher responsible
for the intellectual and emotional destiny of 30 to 40 human beings.
There is, nonetheless, a Aast difference between the best and the
worst of the teaching tl Ocs on. Worse, following Gresham’s
Law, the bad can easily offset the effects of the good.

Working with a gifted teacher, ghetto children stigmatized as
uncducable may grow not only on the achievement scales of the
<t stem but en other, more humanistic criteria as well, In a few short
vears, however, other teachers, untutored, unloving, and uncaring
may destroy the gains which have been made. If we were unable

‘to (listinguish between good and bad teaching, or if we did not

understand at least some of the clements which make one teacher
cffective and another ineffective, our present attitude toward pro-
fessional growth would be understandable, Tt is beeause we do have
the power to improve teaching performance that our failure of
cffort has been so tragic.

Presently, much of in-service education tends to surfeit teach-
ers with ideas which they already have grasped, or to expound
technical theories and intellectual conceptions for whicl they are
not ready and which, indeed, they may not even find useful. A
large part of professional growth must, of necessity, be straight-
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forward training, and to this estent in-service activities should
conjoin. speeific ends with specific means. To congregate several
hundred teachers in an auditorium, and expose them to a lecture
on inductive teaching, to use a random example, is self-defeating.
More sensibly, we ought first to detenmine. which-teachers will have
occasion to teach heuristically, how much cach already knows about
the available techniques, the level of proficiency each has already
acquired; and ultimately design a sequence of growth activities
expressly fitted to the individual teacher’s needs. Unhappily this is
scldom done. Staff development is organized for a mythical. “aver-
age teacher,” presumably under the assymption that all partici-
pating teachers arc precisels alike, and the relevance of the activity
thus becomes a matter of chance.

A majority of in-service training programs also are either so
preseriptive that they insult the teacher’s intelligence or su vague
that they constitute an exercise in futility. Practitioners often con-
tend that they deal with lofty conceptions but overlook the need
to translate these conceptions into the hard-core skills of teaching.
Sinee the programs are imvariably carried on away from children,
practical application is difficult. Tliey frequently engulf themselves
in the theoretical fads of the moment, giving little attention to the
basic problems which copfront the teacher in the classroom.

More often than not, the programs disregard the logical con-
nections which ought to make preservice and in-service training a
continuum of proféssional growth. Despite the great importance of
personal incentive, Seant attention is given to the crucial task of
extending teachers™ desires to perform at the highest levels of
efficiency. As a consequence, some teachers are almost never
uncomfortable over poor workmanship. The typical program makes
little allowance for individuality, assuming—to reiterate an earlier
point—that teachers are all of a kind, infected with exactly the same
problems, and responsive to the same learning experiences. Judging
from present in-service practice, in fact, one would assume that in
some mystical way, all teachers are totally homogeneous, mirror
umages, with respect to background, belief, knowledge, technical
finesse, personality, and teaching style.

Finally, the workshops and conferences, for the most part, are
sporadic and disorganized. A lecture here, a meeting there, are sad
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substitutes for a systematic program of activity aimed at the mastery
of a specific skill.  For teachers and administrators alike, then,
in-service education can be a vexation. teachers endure meetings
which are trivial, impotent, or both, and administrators scarch
vainly for progiams that will make an authentic difference in the
quality of teaching that goes on.

Recently, our hnowledge of the intricacies of teacher growth
has dupcmd considerably. Were we to make intelligent use of this
knowledge, we might du clop a far superior system of in-service
cducation. We could better coordinate theoretical principles and
technical skills so that one reinforeed the other, Rather than depend
upon a principal or a superyvisor (ncither of whom has adequate
time) for technical consultation and assistance, we could exploit
the capacity of teachers to help one another. There is no real
reason why the weakest teacher on a faculty cannot learn from the
strongest. When u)llc(lgucslnp of this sort occurs, not only are
there substantial gains in the quality of teaching pcrformancc but
it also becomes possible for teachers to enlarge their competence
while they work.

Moreover, there is good reason to believe that teachers are
hest made after they e in service rather than before. Just as the
golfer must learn putting on the green and the cook must master a
sauce at the stove, teachers learn. to teach when they are with
children. However good the dppnCl)tlccsllnﬁ there is a vast differ-
ence between internship and professional life. Once they enter in
service, teachers will not oniy be assigned to different grades and
subjects but their work setting will also vary enormously from
community to community and school to school. The nature of the
particular student, the expectations of his or her parents, the ideol-
ogy of the cducational system, the work customs of the faculty, and
the physical character of the school building itself all exert a pro-
found influence on the teacha’s function. Tt is not surprising, there-
fore, that these sanie factors have an equally profound cffect on the
competencies 1equited by a teachier, as well as on the procedures for
developing these competencics.

Despite the great variation in the technical skills required by
teachers they ae uniformly prepared by their training institutions to
senve ina conventional school. Even the eaperienced teacher, when
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transferring from one school to another, often finds it necessary to
make substantial realignments in teaching style. If we could
rearrange teacher training programs so that teachets in training
spent more time with live children and less with print inked on
testbook pages, schooling would improve markedly. Until the
degree of direct experience is increased, the lessons learned in the
real world will continue to be far more consequential than those
learned, before the fact, in colleges and universities.

Teacher Renewal and New Pedagogica/ Skills

Since the effort to discover better methods of education will be
sustained during the foresceable future, the need for teacher renewal
and for the acquisition of new pedagogical skills will be endless.
We might rely upon an orderly ey olution through which each gener-
ation of teachers, through a gradual erosion of custom, becomes
more accomplished than the last. But in the 35 or so years of-a
teacher’s professional life a vast number of children’s lives are influ-
enced. Henee, ta wait until inferior practices die a natural death,
is to cheat thousands of young people out of what they might
otherwise have had. )

Teachers are human, thus they reflect the full range of human
personality. Some are authoritarian while others are permissive;
some are self-actualizing and some self-defeating; many live rela-
tively stable lives and inany are trapped in circumstances that beget
coustant anxiety. In view of these differences, it is little short of
folly to presume that the same professional dey clopment experiences
are appropriate for every teacher. Moreover, not only are teachers
inherently different but they also change differently: much as in
the case of the students they teacli, there are slow and fast learners,
inductive and deductive thinkers, and predispositions toward struc-
tured and unstructured learning co:xdi_tions. In short, the need to
individualize learning is no less important with teachers than with
children.

" The inexorablencss of societal change endlessly creates new
educational priorities. A decade or two ago the schools began to
stress heuristic learning and to explore the potential for personalizing
instruetion. A little later they launched courses on black culture,
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drug addiction, and value claification to focus students’ attention
on the social problems which were halhnarks of the time. Silllil.ll‘l)',
the imvention of new  teclimological appaati gave rise to a fresh
interest in multimedia instruction.  As  these changes occurred,
teachers 1cadjusted themscelves disparately . some moving from old
to new patterns more rapidly andor more easily than others.
‘Teacliers, in sum, are no exception to an ancient sociological caveat.
the more rapid the change the greater the variation in In_nmm
adjustment.

It is perhaps pretentions to speak of an actist teacher. Few
practitioners in amy endeavor ever attain genuine artistry.  To

assume that gifted pcd.li.,obucs can be made out of all those who

work with Lllll(]l(ll in classtooms would be undue optimism. But
even if wmplctc‘suucss is unattainable, mueh good could come
from w.uhm‘g tow ard the goal. Every teacher may not become an
artist, but cach can cert.un]y grow more adept.

The problem we confront is of several parts. We must define
the attributes of good ineservice education, plan the mechanics for
its exceution, and devise strategics thiough which the same opera-
tional principles can be deployed toward various purposes. An
cfective tuaining experience, one respecting the laws of behavioral
change, can be used for a variety of ends. The same principles
of lnnnan change, for exaniple, cane be used cither to increase or
deerease o teaclier’s reliaice upon the teatbook. Our time knows
only too well, morcover. that to manipulate without due regard
fur deleterious side effeces can e destructive. In natters of human
growth, means and ends are inscparable. Humanisin and behav-
iorism hatce their own time, place, and special virtues. The trick
is to use them in a ﬁtting way, at a ﬁtting time.

An cffective system of in-service education is one that permits
teachers to grow in their own way and at their own pace. Tt respects
the fact that whereas doctrindire training serves to reduce the
individual’s options, growth serves to increase them. While it ought
not deprive’ the teacher of the internal tensions which come from
awtonomons sclf-direction, it should be sufficiently pointed to ensure
that aimless floundering does not result from scant strncture, Ttmust
neither seek to change behavior without simultancously changing
the hieart nor to unfetter the imagination without at the same time
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offering procedures by which Cl'c.‘lli\il\ can be made practical. It
must instill a taste for mastery and ‘distaste for mcptncss And,
importantly, an cffective system must respect the cxigencics of
reality. It canmot be so L()btl) as to be prohibitive, it caimot ignore
the policy constraints iposed upon administrators, it camot add
unduly to the teacher’s already heavy burden, it cannot be so
ncbulous as to lack atility nor so prescriptive as to destroy indi-
\l(lu.lllt), and, perhaps above all it must not violate the tuu.hcrs
n.ltur.ll bent.

A Professional Growth Model

The professional growth model I have in mind involves three
mgjor components. attitudes, pedagogical skills, aud substantive
knowledge. Ttis these clanents which together comprise the critical
dimensions of in-seivice education. Because they usually are treated
in disjunction from onc another, or because one is emphisized to
the exclusion of the others, wost com entional programs lack efficacy.
After five years of experimental effort, in some cighty schools scat-
tered across the nation, Thave been persuaded that the i improvement
of teaching can scldom be accomplished through a quick fit. The
Aedjuisition of w new device or the introduction of an adroit mancu-
ver sometimes brings impressive results in a partncular facet of the
work  But, supcrior craftsmanship in the overall spectrum of teach-
ing can only be achieved over time, and only through painstaking
and systematic cffort. 1f we seck a total teacher rather than a
specialist who can perform vue limited function or another, attitudes,
skills, aud knowledge constitute the indispensable trinity. In order
to integrate affective and cognitive learning, for example, a teacher
must have an attitude of mind which sponsors the inclination to

value such integration, sufficient theoretical knowledge to under-
stapd how the integration can oceur, and the technical skills with
which to exccute the integration.

When a teacher is at work, whatever he or she does is inspired
by the underlying attitudes toward self, student, subject, and the
world at large. Attitudes—the predisposition to behave in particular
ways—are thus central to the entire teaching act. a skill will go
unused if the holder does not pereeive it as worthwhile. Teachers,
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like other humans, operate within their own belief systems. The
teacher with ultra-conservatiyve political beliefs is not likely to be
knowledgeable, much less tolerant, of the social coneerns of radical
youth. The teacher who perceives his or her role to be that of
helping children develop healthy sclf-concepts, will acquire a
different set of habits and shills than the one who regards his or
her primary task as that of dispensing factual information. A teacher,
unfamiliar with the cultural rituals of ghetto life, may act out atti-
tudes which lave been nurtured by lonbstandm& misconceptions,
In turn, such attitudes may mitigate against any desire to master
shills which are crucial to working with deprived children.

What is needed, then, is an organizational scheme that will
provide for continuous and comprehensive teacher growth. By this
I do not mean to imply that good teaching necessarily must follow
a recipe or that a given training activity will under all conditions
represent the best method of extending mastery. “Great teachers
achicve their greatness in different ways. Some are warm, com-
passionate human beings able to reach deeply into their students’
emotional lives. Others, superh actors, use improvisation and drama
to achieve their ends. Still others are charismatic and persuasive,
capable of literally selling their intellectual wares to their students.

Artistry comes in Jaried shapes, as well as from diverse talents,
and the task of retraining is not to remake the teacher according
to a predetermined mold, but rather to capitalize upon the natural
attributes which exist. Just as the physician must qualify the use
of a drug, even, within the range of standard practice, use a drug
in ways that are appropriate for a particular individual, so must
we mahe allowancees for exceptions to standard practice in teaching.
Human individuality prosciibes a universal prescription for teaching.
We can, of course, formalize instructional technique and thus avoid
the dangers of misused autonomy, but in so doing we also nullify
the miracle of human variation and decimate natural style.

If we are to help teachers deepen perceptions of child and
subject, increase their sensitivity to the nuances of the classroom,
and sharpen their sense of role and purpose, we must design, test,
and install improvement activitics that have been organized accord-
ing to some sort of system. Such a system must satisfy a number
of minimal conditions. To give teachers a repertory of generally
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useful skills it must rocus on .sp(:'ciﬁc tciching tasks and on the
classroont situations in which they habitually oceur. It must utilize
developmental exercises aimed at a particular goal. it must offer
cumulative practice in developing lgclmic‘ll shill, it must familiarize
teachers witl. devices that can be v sed to diagnose student learning
needs, and, at the same time, enable them to recognize when an
instructional techuique is best used in the classroom.

Teaching is a complex business.  Artist practitioners engage
in a multiplicity of tactics. They question and respond, synthesize
and augment, explain and iuterpret, stimulate and control.  They,
use one collection of techmiques to intioduce a lesson and another l%
tegminate it. They select learning objectives, pursue them through a
scquence of operations, and assess their results. Tt follows, there-
fore, that a sy stem of professional development must lend itself to an
cqually broad range of skills. To be efficient, however, it must
separate these skills and deal with a piece at a time before the
various techniques aie incorporated into a performance gestalt,

If, illustratively, we wished to train a master chef, we might
begin with the preparation of 5bups, turn next to salads, and then
work with one meat dish after another. We would also, in the
process, teach the apprentice a number of basic competencics:
parboiling, sautéing, coddling, and so on. Later, we probably would
wish to help him or hier master a number of basie sauces cach of
which could be used in a limitless variety of dishes. So it is with
teaching. The shills of the craft must be acquired independently
and the training system must, thercfore, consist of specific training
units which accomplish specific purposes. Once integrated, these
capabilities cnable teachers to become adept at the standard peda-
gogical operations. diagnosing learning difficultics, individualizing

. assignments, reinforcing basic coneepts, and so on. To be efficacious,
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the training units will need to be eonstructed in accordance with
the classroom practices, refined through trial and error, and tested
in practical contexts,

Some critics have contended that planned growth of this sort
is manipulative and an impediment to individuality, The viewpoint
is hard to understand for training nced not be antagonistic to
creativity or artistry. The skillful chef, to use an carlier example,
is ncither weakened by practice nor hampered by functional prin-
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ciples. In point of fact, the mastery of technical skills increases
rather than decreases tlie practitioners” fleaibility, In short, the
ability to agcomplish a purpose in oue way does not preclude the
use of alternative ways. |

Factors in Good Teaching

My own rescarch, pursued over the cowse of several years,
suggests that there are four critical factors in good teaching per-
formunce, cach of *which can be improved t]n'(;ugh planned inter-
ventions:

The teacher’s sense of purpose

The teacher’s perception of children
The teacher’s knowledge of subject

The teacher’s mastery of technique.

Role perspective and teaching valiies are of great significance
because, more than any thiug else, they determine how the teacher
will function in the classroom. Cousider the follow ing lesson assign-
ments, and their correspouding teachier rationales, taken rlmdomly
from schools around the country:

Assignment: Memorize the capitals of the 50 states.
Reason. The information is uscful and memorizing is good self-
discipline. ~

Assignment. Learu to spell correctly 100 basic vocabulary words.
Reason., Our principal belicues that correct spelling is symbolic
of an educated person.

Assignment: Become a good kickball player.
Reason. ~ Physical games are healthful and decelop a com-
petitive spirit. ’
Assignment. Write a composition telling about the problems in life
that worry you. '
Reason: Children inust learn to understand and cope with
C their anxieties.
Assigument. Read five newspapa articles about drug addiction.
Reason. Parents want their children informed about current
. social problems.

-
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A )
Assignment: Study the textbook ‘chapters on Greek civilization.
Reason. The course outline states that knowing history enables
students to be cultured.

.

These six examples typify the extraordinary variation in teach-
ers” opinions regarding the purpose of schooling. If, for example,
the teacher considers his or her mission to be that of imparting
information, there likely will be a great deal of lecturing and
tedcher-talk. If, on the other hand, the role is perceived as that
of stimul.lting imagination or hielping pupils to lean for themselves,
there normally is moe cmphasis on problem defining and problem
solving. Innovators, alas, have too seldom Tegognized that a good
many educational programs of undeniable quality have goue afoul
simply because they required an attitude toward teaching that was
incongruent with the teacher’s sense of purpose. Hence, a powerful
svstem of teacher professional growth must, at the outset, reckon
with the individual's personal conception of teaching. Like all
other workers, teachers hav ¢ biases and predispositions which often
can constrain their effectivencss. They come to teaching as adults,
having amassed a considerable amount of human experience.
Assimilated in their particular attiffdinal structures, this experience,
whether good or bad, healthful or unhealthful, is perforce actualized
in their teaching. Thvs, where a teacher’s values and belief. diminish
performance, professional growth is primarily a matter of altering
entrenched convictions, if this is possible.

_ The second critical factor in good teaching performance is the
teacher’s perception of children. Classroom learning also suffers
when the teacher’s perception of the child is faulty. Children not
only vary in their capacitics, their learning modes, and their per-
sonalities, but their psychological needs too are often dissimilar.
The usefulness of an encounter between teacher and child invariably
hangs on the degree of correctness with which one “reads” the
other. A kind of cultural dissonance, for example, is common when
a middle-class teacher works with a lower-class child: each tends
to sce the world somewhat differently. Such misperceptions, more-
over, frequently go beyond differences in social values. Adulthood
and childhood are different universes, and to win the empathy,
trust, and affection of his or her student, the teacher inust re-enter
the space of childhood or adolescence, while keeping one foot in his
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or her ownadult galaxy. To teach competeutly, but without feeling,
is to set lowse an .llLIlL‘lll) that distills learning into drudgery. This,
of course, is 1ot to derogate intellectidlism. the student must master
science, nmtlmnmtlu or history, but the process—even if it entails
hard work—need not engender cither su{fcrm!, or boredomn.

We camnot, of course, force love. Not even the Testanent is
s0 optimistic. But, if teachers cannot will themselves to love stu-
dents, they can at least learn to act lovingly, to be kind, charitable,
and unucrshuulmﬂ of their chaiges. Compassion and competence
arc by no means mcompaul)lc

We found, in our experimental in-service prograns, two basic
sources of pareeptual error. fist, teachers ficquently lack familiarity
with the Tife styles of different subcultures, and, second, children
and teachiers often enter the dassroom with conflicting beliefs about
what is important’ and unimportant in life. There are black children
in Miami who have yet to sct foot on its beaches, Puerto Ricans in
New York who will never walk on Park Avenue, and white teachers
commuting to black schiools in San Francisco who have almost no
conception of the lifestyle inside a ghetto apartment. Unless teach-
ers are aware of the society’s divergent parts they can neither be
truly responsiv e to their students nor accomplish the vital mission
of |nduun& au.cpt mee of cultural pluralism. The more worldly the
teacher—worldly in the sense of .nformed social sophistication—
the more probable the teaching will have \ll"tllt) and excitement.

In this second major target of teacher professional Erowth is
the problem of reducing inferential errors. As teachers teach,
appropriate pedagogical “moves™ must be inferred from student
behaviar. Judging the subtleties of the teaching-learning act, how-
ever, js a tricky matter. Teachers make inferential errors because
of personal prejudice, because they respond to the wrong clies or
misinterpret.the right ones, or simply becaunse they fail to recognize
the clues as they become manifest. A child’s silence, as a case in
point, nay mnot mean sullenness or indifference. A teacher may
assume that the articulate child is learning and the inarticulate one
is not. In truth, however, verbal facility is not an accurate index
of learning.

To cite another illustration, children iearn carly in their school
careers to camouflage their feelings. Even the dullest of lads_soon
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recognizes that it is both chsy and egsential to wear an attentive
look, and that boredom can be alleyiated by quict excursions into

“fantagy as a dreary lesson pokes along. And teachers, it might be

added, cooperate in the deception with astonishing - gullibility:
The problems of discipline being what they are, it is easy to be
put off by an attentive countenance or an engrossed expression.
The second component in the system has to do with sharpening the
teacher’s knowledge of his or her clients. judgmental errors can be
reduced through practice in analysis, the capacity to infer corvectly
can’be enlarged through exercise, attitudes regarding educationat
purpose can be modified through insight-being experiences, and
social awareness can be enhanced by a deeper orientation to the
childs personal out-of-school world.

The thirdl critical element in a system of professional growth
involves the weacher’s knowledge of the intellectual concepts and .
proeesses to'be taught, ¥ the present way of things an elementary
school teacher must, as% rule, teach from five to ten different
subjects. Instruction is usually carried vn in science, history, mathe-
matics, inusic, English, govermuent, health, and so on. Under such
a load, it is scarcely possible for teachers to be well-grounded in all
of their subject matter. Hopefully, we will soon begin to imtiate
staffing procedures and use technology which ease the teacher’s
burden. From the standpoint of professional competence, nonethe-
less; reducing the number of areas in which the teacher must be
knowledgeable alsg reduces the required scope of staff development
programs. Until theye is a greater concentration, most teachers
are destined to deal with at least so.ne of their teaching material in
rather superficial ways. ’

There is a considerable difference between the kind of teaching
that goes on when teachers have an intimate acquaintance with the
content of the lesson and when the acquaintance is only peripheral.
When teachers are genuinely knowledgeable, when they know their
subject well enough to discriminate between the seminal ideas and
the scf:on(lnr‘y matter, when they can go beyond what is in the
texthook, the quality of the pedagogy becomes extraordinarily-
impressive. For itis only when a teacher has a consuinmate grasp of,
say, arithmetic, physics, or history that thejr meaning can be turned

outward and brought to bear upon the learner’s personal experience.

¢
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Relevaney lies less in the inherent nature of \l.blll)](.(.t than in its
rclatnonslnp to the child’s frame of reference. In the hands of a
shillful teacher, poctry can be tanght with suceess and profit to
ghetto children. ..

We have now begun to rcw’bnizc, morcover, that how some-
thing is learned can be fully Jas.important as what is learned. There
are, in short, intellectual pmgcssu processes of universal usefulness
—through whichone can lean the principle of supply and demand,
the laws of gravity, or the conscguences of social violence. Since
these processes are vahuable coin in their own right, they ought
properly to | . an integral pact of instryction. But if the teacher’s
knowledge is scant, teachiiig tl.e intellectual methods incorporated
in a discipline becomes \'irt\mlb intpossible.

Finally, thereis a need in a professional growth system for a
component \\lmh provides for the systematic mastery of technique
and the .u.qmsltlon of lassioom management skills. A child can be
taught to spell in many ways, and while no one way always is best,
some methods clearly are better than, sthers. And, as we continue
to learn more about the teaching of spelling, new procedures and
materials become available. Thus a sustained effort to improve
teaching skill is critical on two counts: first, there are no known
limits to the degree of adeptness a practitioner can achieve, and
second, as new devices are imvented it continually becomes neces-
sary for the teacher to exchange 9ld practices for new.

To sum up matters, then, four clements—the teacher’s con-
ception of‘purlﬁbc, sensitivity to students, grasp of subject matter,
and basic 1epertory of teaching shills—ane the essence of an cffective
professional growtlr system.

A system of this sort, obv iously, is not casily achieved. Aside
from the restrictions of time and money, the organization probably
must be developed in piccemeal fashion, a step at a time. Nonethe-
less, since tc.nclncr in-service education does go on, in one form or
anothier, and since supervisors devote a considerable amount of their
cnergries to the betterment of instruction, interested school districts
can make massive strides toward an ultimate system by establishing
long-range plans .and fitting ongoing activities” into the overall
design. :
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Ld .

Much of Sergiovanni’s rationale, in the previous chapter, is
(hrcctl\ dpphcablc Supervision will incicasingly become a facili-
tating rather than a directing role, teachers’ motl\ ation and commit-
ment will become u)nupomhugb more important, aud the desire
to grow and improve will, in turn, depend to a considerable extent
on the degree of satisfuction teachers derive from their efforts. All
of which is to suggest that the future needs careful tending: the
h\pocrauca of convention niust be quéstioned, the seductiveness of
com cnienee must be resisted, the pmctltloners pndc of craftsman-
ship and purpose must be restored, and, as in all of our other social
institutions, the human capacity for iegeneration must be swinmoned
to new heights.

<
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The Advisory System:
and Supervision’

Theodore Manolakes

Possibly no other vehicle for improving instruction and the
practice of teachers in the past decade has received more attention
and effort than what has come to be known as the advisory system.
The efforts to humanize and open up the schools that began in the
late 60s have resulted in the appearance of a large number of pro-
fessionals who do not view themselves as supervisors in the usual
sense, but who are committed to aiding teachers to develop more
effective educational programs for children. Some of these advisors
are employees of school districts who have been relieved of teaching
duties to carry on advisory functions, while others work in schools
but are employed by private agencies or universities.

The development of groups of personnel available to help
teachers has been accompanied by the establishment of many
teacher centers which serve as support facilities for teachers. The
combination of people who act in classrooms in an advisory capacity
and supporting teacher centers can be viewed as the advisory system.
Both forms of service focus on teachers and their needs as areas
of work.

Support for Teacher Growth

The advisory system differs from old style supervision in one
very important way. It is based on the notion that teachers are
very much concerned about improving their teaching and that they
will do s¢ provided the existence. of proper support conditions. In
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addition, this view holds that teachers are [)lUbeblUlldls with talent

and ability and that they do not 1equire coercion or direction from
a1 outside authority to .lLlll(\L high quality results in their work.
The adsisory view pl wees control of lielp to be feceived with the
individual teachier and assumes that he o1 she will use, in a support
system, thuse clements that are of most benefit at a given time.

A seeond major assumption from which the advisory system
evolves is the view that the teacher is -the core and heart of the
instructional progranm.. Wheie other orientations might hold that
liglily plunnul curriculam schicmes, pachages, instructional mate-
tials, ur new organizational pl ws re the hey to instructional quality,
this position lunuds the teacher to be central and assumes that
teachers who are growing personally and professionally, and who
feel encomagement to try out ideas in their work, will evolve sound
and productive educational programs. The advisory system, while
using the classroom as a focus and vehicle, concerns itself with

. aiding the teaclier to move in those directions ‘whicl wie .npproprmtc

personally and profcssnonallv

The advisory system also takes a long view of time in the
cducational process. It assumes that real growth on the part of
people is a generally slow evolution, and that direct efforts to bring
about dramatic changes often result in a cosmetic effect. Advisors

recognize that the process is continuous, but not even-paced in terms

of when steps are taken. There are periods of high activity and
periods of assimilation m whicli little apparent movement is taking
place. Recoguition of the time requirements in teacher development
is a part of the total process.

The advisory system has appeared as a consequence of two
related conditions in both the United States and Great Britain.
It has usually, evolved in those sehool settings where the intention
is to reforne school programs 1ather than to maintain them, and it
s most often vecuried in those areas where the nature of reform
lits been to create dassrovm programs that tend to be less formal
and where teachers are encomaged to lessen reliance on standard
textbooks and curriculums. In both the United States and Britain

the g giow th of advisories Lias accompanied the development of‘open

or informal education. This form of education places heavy respon-
bll)lllt\ on the teacher to create a productive learning environment
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through use of a wide variety of 1esources, activitics, and materials.
[t also requires modification of the use of time and space in a class-
room, and changes in teacher style as incieased amounts of inter-
action with childien must take plm.c m an individual o1 small group
setting. Shifting the heart of the progiam from external structures
to tho teacher lll-ll\Lb necessary  the enistence of some form of
teacher support in c..m\mg:, out this inaicased 1esponsibility . Though
the advisory system has its origins in informal education, as a con-
ceptualization of supervision it can be readily adapted to other
approaches.

Py

Basic Advisory Functions

The advisory system has evolved rapidly and has taken many
forms. At this point there, is little standardization in advisory
practice. Advisors vary in their relationships to schools and teachers
and in expectancies placed on them by ‘employers and teacher-
clients. All of this means that a wide array of practices can be
observed under the heading called advisement. In spite of this
range of practices, there appear to be several basic functions com-
non to the work of advisors. These may vary from advisor to advisor
in emphasis, but must le considered as basic to advi isory func-
tlonmg

L. The adrisor as sced planter and extender: The discussion
of advisory work up to this point might lead to the conclusion that
adsisors play a relatively passive role of being available to help
teachers who make specific requests. Advisors do spend a consider-
able amount of their time working with teachiers on specific tasks,
but they also have an educational point of view and instructional
goals which they seek to sce implemented. The process they use in
accomplishing their goals is to be helpful, but at the same time to
deal inideas and suggestions which the teacher may initially accept
or reject. At its best the helping relationship which the advisor
carries on also coutains a dialogue betw een two professionals. They
discuss intentions, identify problems, and w cigh alternatives as part
of an ongoing discussion. It is true that advisors might not see their
ideas initially accepted or implemented, but this is part of the
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seeding process, Time, interaction, and an e olving situation often
lead to eventual aceeptance and implementation.

The teacher who initially approaches the advisor for help with
orgauizing interest centers in a fourth grade might have only the
physical reorganization as an initial goal and may not have thought
of the implications of this step in terms of program, use of time,
and other factors. The teacher may ouly want to use interest centers
as attractive supplements to the 1egulu program after children have.
finished assigned work in teats and workbooks. The advisor will
probably help the teacher organize these centers under the condli-

tions specified, but during the process of helping will plant seeds

thro!lgh pointing out or demonstrating the value of center activities
in substituting for some of the required textbook work, and of
snggesting ways that time might be used more effectively. There
is no guarantee that the teacher will accept these ideas initially or
ever, but the possibility is increased as the relationship continues,
and the teacher begins to see the potential of the centers which
Now exist. )

It may well be that stimulating and extending the thinking of
teachers about ways of improving their work s at the heart of
positive advisory functioning. Without mature goals on the part
of advisors and a willingness to engage the teacher in thinking
about next steps, the work of the advisor is one of blind technical
engincering, and can be an aimless activity. _

2. The advisor as technical helper. A major portion of the time
that advisors spend with teachers is in the technical domain. They
deal with questions about individualizing instruction in reading,
keeping records in a decentralized classroom, stimulating creative
writing on the part of children, or provisioning a science interest
center with productive and worthwhile activitics. Advisors deal
with these concerns in a varicty of ways. They often serve as a
source of specific ideas and activitics. They sometimes plan with
teachers new activities or instructional units and then actually work
alongside the teacher in the classroom to help implement these
plans  Advisors also demonstrate techmiqques or activities with chil-
dren and allow the teacher to observe and critique the cpisode or
episodes. They sometimes offer teachers feedback through visits to
clissrooms followed by conferences. The emphasis is not to do for
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the teacher, but to be a vesource and aid. Always the intent of the
advisor is to work toward the stren ngthening and growth of inde-
pendence on the part of the teacher. s

An important factor in the technical dimension is that of the
competence and credibility of the advisor. If the advisor is to
establish a relationship with teachers that is mutually productive,
the advisor must be viewed as interested in helping and able to
help. This does not mean that advisors should be able to do any-
thing that teachiers ask, but that they should make clear what they
are ablc to help with, aud be willing to help the teacher find other
sources of support when the advisor cannot help. So the advisor,
while personally Lelping in the classroom work of the teacher, may
also be a broker wlho identifies and obtains additional resources.

3. The aduisor as a personal support person. Advisors may vary
in the teclwical help they bring to teachers and in the educational
poiut of view they capress, but implicit.in the advisory relationship is
that the advisor will be an interested and supportis e person. In some
classrgoms, providing peisonal support may be the most important
function advisors carry on with teachers. There may be limited

need for advisory liclp in the seed planting and technical areas, but

real necd for a friendly ally with whom to talk, share problems, and
receive positive encouragement. For many teachers, growth and
development in professional practices carries with it risk. There
is no assurance that efforts will succeed. The availability of an inter-
ested and concerned person, who is at least psychiologically willing
to share the risks with the teacher is an important ingredient in the
growth process.

Adsisors suppoit teachers, from a psychological standpoint, in
a variety of ways. Their mere presence indicates interest and con-
cern. Their availability when needed is important, as are the areas
they clioose to discuss and what they actually say. It is not that the
advisor succeeds so much by lavish praise, but through concerned
action.

4. The adisor as expediter. Very often the work of the advisor

involves helping the teacher in just getting the job done. Institations
have policies and procedurgs whicl are developed to allow for
smooth operations, but they often do more. They can also act as

ric S
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impediments to change and modifias of eaisting instructional pro-
grams  The problems of obtaining materials which are not usually
purchased by a school distiict ¢an he a sizable roadbloch. Rearrang-
ing time schedules, placing a rug in a classtoon, langing a mobile,
using the conidor, ; building shelves in the classroom can in many
instances be contrany to established policies. Often wliat may appear
to outsiders to be minor restiictions can act as @ hindrance to teach-
ers, and some will just give up rather than fight the “system.”

Advisors, who encourage teachers to try new ideas, often find
themselves in a position of having to assist the teacher in secing
these through. In the case of different materials it can mean knowing
how to push a requisition through quickly so that there will not be
the usual six months wait for arrival. It can also mean knowing
whiere to bornow materials immediately for the teachier to test and
use, It somctinies means interceding with a higher authority to
obtain permission to bend a poliey or two.

Advisors, who wish to encourage change and deselopment,
cnnot avoid taking 1esponsibility for sceing the job through when
institutional difficultics wise. The pitfall for the advisor is to accom-
plish this without appearing to be bent on destroying the whole
framework of rules aud tcgulations which govern schools. This
impression can lead to loss of credibility with the adininistrative

stafl.

5. The adiisor as informant and communication stimulator.
Teachiers, often by the nature of their work, lead insulated profes-
sional lives, which makes it very difficult for them to be aware of
practices different from their own that might be useful. They also
have difficults knowing about teachers who are attempting to
achicve somie of the same goals. A part of the functioning of an
advisor is in helping teackiers know what other colleagues miglit be
doing, and of helping teachiers establish commnmication networks.
Advisors use a varicty of tedhniques in accomplishing tiris function.
They can spread goud ideas and practices by visiting with teachers
with whom they work about unique activities in other rooms they
visit. They can somctimes assist teachers in obtaining released time
to visit othar classtovms. Advisors also make it possible for teachers
to communicate about common concerns.  Periodic after-school
sessions for purposes of creating a social atnosphere in which
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dlscusslou and coutact can begin, or meetings focused on a topic of
concern to all who we invited can be uscful These can be in

addition to workshops o1 reticats which advisors can sometimes

initiate.

The role of informant and stimulator of communications is
part of a process wherehy the advisor attempts to broaden the
munber of resources and contacts avdilable to the individual teacher,
as well as to broaden individual professional horizons. To the extent
that this is accomplished, the teacher’s growth is influenced and
dependence on the advisor is assmned to be lessened. An aim in
advisement shiould be « changing relationship with individual
teachers over time. As teachers succeed in their work and find
C()"L“.lgll(_‘b who share interests, they continue to welcome the advisor
as a friendly and concerned co-worker, but use this person in less
dcpcndcnt ways. They have deseloped a good deal of direction of
their own and have othu sources of input and support.

Conditions Affecting Advisory Functions

Advisors work in a variety of school settings. Much of what
they accomplish depends on what they bring te their work in terns
of hackground, energy, and persondlity characteristics, but in some
cases higle qualifications may not be cnoubh for success. Sometimes
advisors will have limited success in some situations because of
conditions oy er which they have little control. The nature of advise-
ment and the lack of positional clout or authority limit the advisor’s
potential for directly changing conditions. It is therefore important
to recognize situational factors that are necessary for advisors to
work cffectively.

L. ‘Interested and supportive administrators. Principals and
other administrative persouned can have a large effect on the possi-
bility for advisors successfully affecting teacher growth. A good
deal of power to affect the professional lives of teachers resides in
the administrative arca. Principals can act to expedite and support
the cfforts of advisors or can very quietly nullify what they are
doing through withdrawal of support. This can happen in situations
where the J(l\ isor is an outsider who is_ sent to the school by higher
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authority. Often the advisor is viewed as a threat, as one who is
working on goals w hich the principal does not accept.

It may be that if the work of the advisor is to be successful,
bulding Tevel administiators will need to be imvolved in the selec-
tion of aduisurs and to be m agicement with work to be accom-
plished from the outset. Advisors need to work with and not around
administrative pcr.smlm']. It is often very casy for the advisor to
sce the principal as obstructing progress and to attempt to deal
with teachers while jgnoing the priucipal. This usually results in
areassigned advisor.

2. An atmosphere which cncourages teacher g_):ou,tli There
e schiools where the primary function uf teachers is to implement
the cuniculum as laid down. Curriculum plaming, in these situa-
tions, presaibes which textbooks we to be used in each curricular
arca, wid there is o strong cmphiasis on seeing to it that books have
been covered by the uul of the vear. T such schools education is
cquated with books finishied. I'Imuuh few scliools are this preserip-
tive and restrictive in tenms of wh.lt teachers might do in their
own clasprooms, there we factors in schiool climate that sometimes
quite subtly 1estiict teachers fiom feeling that they can try new
ideas and ways of teaching children.

Advisors can be most useful in situations where there is an -
interest in seeing the staff develop itself and where there is an
openness o new and possibly different ideas. In situations where
this sort of climate exists the need for an advisor is already apparent
before he o she airives and rather than having to establish a need
for services the advisor is put to work by teachers immediately.
This may appear to be an ideal situation and reality probably is
somew hicre between it and the highly prescriptive school, but there
is no woiding the fact that advisors are not magicians who can
mdhe over schools where potential for change does not exist. School
districts considering getting on the advisory handw agon might well
exaiine couditions within the schiools to determine if an appro-
priate climate for ciange exists before expending large amounts of
money.

3. Time. procided for advisement: Another factor which
affects potential for success of advisors is the opportunity provided
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for them to actually work with teachers in classrooms. This factor
Is strongly related to the ratio of advisors te teachers in a given
situation. There is no definitiv e formula for establishing an effective
advisory system. Experience and tradition of autonomy of teachers,
the aims of advisement, and the nature of practices to be undertaken
will all affect this decision. It should be apparent though that-the
decision will affect just what a single advisor can accomplish. If
we seek a good deal of personal contact and availability to help
teachers, then the number of teachers should be quite small,
possibly not exceeding 25. 1f we seek more structured advisement
and less frequency of contact, it might be larger. At some point,
though, the expenditure of funds for advisors becomes a waste of
money” When a district with 300 teachers employs one advisor, this
will likely limit the advisor to communicating throngh periodic
memoranda containing a few ideas, and somne large group work-
shops. "That sort of process does not seem to differ much from the
traditional supervision which presently exists in many school sys-
tems, except that labels have been changed.

It should also be recognized in making decisions of this sort
that all teachers within an ads isor’s assigned responsibility area will
not make use of the advisor at the same time. New teachers and
experienced teachers working on specific problemns might make high
use of advisors. Use will shift as problems are solved and relation-
ships with other teachers are established. The number of tedchers
an advisor is assigned can be significantly larger than the number
the advisor will be intensively dealing with at any one time. The
major concern in this area is that advisors be able to deliver on the
promise that their existence in a school district implies.

Téacher Centers and Advisories

Up to this point much of the discussion about advisory func-
tioning has dealt with the work of individual advisors and their
respousibilities in relationship to teachers. The emphasis given to
the advisor grows out of a strong conviction that the focal point for
supporting teacher development must be the classroom and that
delivering support requires the efforts of individual professionals.
Teacher centers have evolved over this recent period with many

v
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of the same intentions of advisors who work in schools directly.
They are similar in that they aim to support teacher growth and
change. They provide a place where teachers can come to seck
advice, materials, communicate with colleagues, and work on
problems. Tdeally a total advisory system has both clements present.
1t has personnel who are able to work directly with teachers and a
facility where teachers can come for a varicty of services. In many
situations advisors work out of « teacher center, using its materials
and other staff in their daily work, and serving as teacher center
consultants in after-school sessions and.on weck ends. In some
wans the teacher center ‘can be viewed as a backup and support
system for the advisor who can use its resources and direct them
to teachers. .

The situation with regard to teacher centers is very much like
roles played by advisors. There is no clear map or blueprint at this
time with regard to what teacher centers do. A teacher center can
be many things. Tt can be an actual fadility in a building or school
or it can be the name of a group of people who wish to help
teacliers. It is most often a storage center for all sorts of instruc-
tional raw materials, as well as commercially prepared materials.
It often las workshop space and equipment that teachers can use
to construct matcerials of their own. It also might have rooms where
teachers can meet. Tt can be a place with unstructured activities
that teachers we free to visit~and use, but more often it offers a
combination of fice use with some scheduled activities such as mini-
counses and workshops. Often these activities are topic oriented
and will focus on helping teachers learn a specific technique.

Some sessions are directed at cultural enrichment. Some
teacher centers have established relationships with nearby univer-
stties and offer graduate credit to teachers participating in some of
their activities. In essence teacher centers have a mission which
nvolves teackier support. Within limitations of budget they attempt
to dehiver services which teachers find useful. Because participation
and use of teacher centers is purely a voluntary act on the part of
teachers, the survival and growth of the center requires that it
attempt to meet practical felt needs of teachers. This characteristic
s part of the promise and problem of teacher centers. There is no
question -that teachiers for too long have lacked the services which
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teacher centers can provide, but it is also true that these centers
cannot possibly e all things to all teachers, and often they are
perecived as falling short on the promise offered.

Itis of intcrest to note the relationship between teacher centers
and staff advisony services provided tiough advisors. By and large
many groups which have started by providing advisory services to
teachers have found that Jd facility was necessary to fully provide
for teacher needs, and the conerse has been true as well. Groups
which have stated by founding teachier centers have often discov-
ered they must extend seivices though an advisory function in the
schools. Tt appeas that these two entities are veny closely related
and in fact do complement cach other opcrillionally. )

Teacher centers have clearly evolved from the same group .of
cucators who wishied to tansform the schools througl, advisement.
Initially the idea and vision came largely from the example of
British teachicr centars working to support teacliers who were under-
taking informal and activity based programs. American teacher
centers iuitially tended to offcr teachers ways for introducing activi-
tics and conciete materials into cdassrooms,  Stress was placed on
helping teachier. ereate manipulative materials for mathematics, a
variety of aaft activities, wiiting activities, and the like. With the
passing of time the teachier center las evolved into @ broader con-
ception in this country. It has departed from a strictly activity

“centered vrientation and has become more broadly concerned with

O

educational and instiuctional improvements thiougli assisting teaeli-
ers. Though many activities and crafts are still found in such
centers, those which e operated by school districts tend to reflect
school district conceins and will include many standardized mate-
rials and often 1cflect « more formal program. As happens with
many terms which become popular in American education, the
teachier center is now a label which can mean just about any thing.

In spite of their sceming popularity, teachier centers are not
without problems. Many of then in the private and public sectors
sufler from lack of money ¢na continuing basis. At this early stage
many teacher centers in bhoth sectors have heen funded by grants
obtained front govcrnmental agencies or private foundations. Some
in the private scetor 1ely on short term contracts with school dis-
tricts or even teacher contributions for their enistence. Teacher
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centers which we operated by school districts have generally been
started with a “soft money™ base. It appears that the insceurity
of teacher enters from a financial standpoint does have an effect
on Eheir overall quality. It affects their ability to-recruit and retain
high quality staff, who are often unwilling to commit themsclves
to a situation where they might be unemployed a vear henee.
Financial insecurity also affects long range plaming and a der clop-
ing program over time. Planning must first await the availability
of resources. It would appear that a major neat stage for teacher
centers is to clearly show their instructional value, so that they can
become part of regular budgeting by public, local, state, and feder. ]
agencies.

Another problem faced by teacher centers seems to be in the
natuse of their conception. No matter where the facility is placed,
in other than highly concentrated population centers, the majority.
of teachers who are to be served consider the teacher center to be
too far away to be really useful. In spite of the appeal they hold
for many educators it appears that the ideal teacher center can only
exist ‘n the building where the individual teacher s functioning,
The fact that teachers must travel some distance to make use of
services often limits the use made by many teachers. Only those
who have specific concerns and are in need of help will make the
effort It would appear that one future possibility in solving this
problem is that, as schools become depopulated as a consequence of
lower birth rates, empty classrooms in some schools might be devel-
oped as satellite or mini teacher centers. Work space and avail-
ability of materials would be a beginning. - -

Another problem that has accompanied the development of
teacher centers s .the question of operational control. In theory.it
appears to make scuse that teachers who are to receive services
should control the teacher center through an elected board which
could voice concerns of teachers and have a hand in developing
programs reflecting teacher needs. Unfortunately few teacher
centers have this sort of operational control. Teacher centers are
presently, controlled by school hoards, educational project directors,
universitics, and private individuals. Some of these have teacher
advisory hoards, but this exists ‘too infrequently. If the teacher
center movement is to live up to its potential and in fact refleet




E

O

"=

: ? LIE_ADVISORY S\'S'l'li.\i AND SUPERVISION 63 .

a plnloaoph) of ‘ulduasln&, lc‘lLllcl e ds there \\l” need to Be a
strong move for teachers, to become more Lcntmll\ imohed in
decision making about their opemhon '

Over-popularity may also be «present problem for the idea
of teacher centers. As was pointed out above, the.tenn is heavily
overused and can mean almodt any thing today. The number of
teacher centers spawned in the past few vears Ima been most impres-
sive. The,problem with this. proliferation is that in gome areas
teacher centers are in direet competition with cach other for the
opportunity to serve the same pop.ul ition of teachers. In'a period of
tight flmdmﬂ it appears that this condition camot exist for too long,
A natural 5lmkmu down of teacher ¢enters will oeeur. Hopefully
the best and ost useful "will aurvwc

The tgacher center coneept is s praciical and, useful 4 notion
that it ahozll( suvive and divelop in the gene val mis of edcationa
services pro ldcl for teachers. Then aetual survival, however, will
depend e fhe eatent teachers find them to be fllll(.ll()ll‘l”) useful.

...
~—

and m.)n ul/uﬂ'Z/‘lla see them serving purposes congruent with those

‘hgols. s .

of lllL‘/.'

Con; lu |ons About the’ Adv:sory System

\d le)rlL' \lll(l teacher genters arose pnm.ml\, to senve teachers

cattempting to change qmtc dhamatically the fonn and substance. of
_ their tc‘u.lmng., Ovar time they have evolved and taken on. broader
functions of teacha suppurt which ae less tl_c(} to one educational .

\'lcwpomt N ¢

Advisorics and teacher conters reflect nationwide cffort which
mayx be unique in Awaican L(lllL‘ltlQll‘ll history. The cffort is aimed
at mnpluum' cducation. llfpll)bldlllw”llUll"ll direct work with teach-
c1s and not through o "/lll/.‘l(lullé(l or curricular schemes which are

Aelivered to teachers fgr mlplcmynt.ltlon. In, a sense this effort is

revohitionard and qlut, potent, It unduubtcdl) ameets long term
and often c\pusaul nged of uﬁdu TS fm specific help. It increases
teachar antonomy thiough o “pew .scmc of pruf(.salun‘llmn and the
power whicl comes from pu:%un t competence and l\nowlcdgc It”
affects the very structure of the cducational systeny, l)) bringing to
teachers an increased numbgr of alternatives for use in their class-
rooms, and ulfers teachers uacful dllies in the change process.
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In a period of limited finances Tor education both at the local
and federal levels the future of advisory functions is unclear. Limi-
tations and cuthacks in the advisory services conld come from the
fact that they appear to be too costly, or that the form of education
heing pushed by officialy in power makes them unnecessary. If the
current trend toward highly stiactured instinetional packages and
systems packages and the high degree of interest in computer based
education were to become the wave of the future, then the need for
the ey olving and autonomous professional would be lessened. There
would be Tittle need for advisors and teacher centers as they pres-
ently evist.. The future of ad\'iso'r_\ systems will depend to a great
extent on whether we feel that we ean best educate the next
generation by investing in people who are the educators, or on
things which will control and preseribe for the educators.
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Beyond Accountability

. - Emest R. House

Behavioral objectives. Performance contracting. State assess-
ment. Management by objectives. Program planning and budget-
ing. Competency-based education. Cost benefit analysis. National
assessment. Performance certification. The list is long, seemmgl\
endless.

All these terms signal an attempt to apply a particular form of
rationality—a peculiar form if you will-to the public schools. That
this form of rationality is deeply embedded within the fabric of
our thinking makes its assumptions seem “natural” and its conse-
quences difficult to ascertain. All these terms represent renewed
efforts to impose upon the schools a form of logic and activity which
Sergiovanni carlier in this monograph labeled “neo-scientific
management.” .

Like classic “scientific management,” this movement, according
to Sergiovanni, is .also primarily concerned with accountability,
control, and efficicncy, but instead of this control being exercised
through close face-to-face supervision, neo-scientific management
has substituted impersonal technical control mechanisms like tests
to ensure that the teacher’s tasks are being performed successfully.
Presumably the teacher’s tasks are analyzed in some detail and
teachers are held responsible for these tasks; or else standards of
performance are identified, sueh as learning objectives for students,
and teachers are leld dll'(.’(,tl\ responsible for the students’ attaining
these objectives.

Increase of Neo-Scientific Management
The concern with such supervisory techniques has coincided

with the increasing power of the federal and state governments
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vis-a-vis the local school svstent. Both the federal and state govern-
meitts dare ‘gttcmpling to eaert more and more ;mthorit_\ over local
schools, and they have 1esorted to the techniques listed above in
their struggle for control. In the pest, local authorities have needed
few fulnmh/cd meastes of performance and control since their

“access 1o the classroom was immediate.

If a local teacher were having trouble, that information would
leak back to the school board wid school adininistration via unhappy
parents and students. An adminishiator or supervisor could be
dispatched to investigate the situation and to resolve it in some
rashion. This systene of control operated on both formal and infor-
mal relationships ad there was little need to try to hold a teacher
respousible for his or her class’s standardized test scores. The
principal huew that that particular group of youngsters in the class
had uot done very well last year cither, and really did not expect
thei test performance to be dramatically improved this year, The
principal had other, richer, more personil, and ntore persuasive
information sources on which to rely.

This system also responded primarily to minor crises. Direct
supervisiont was energized ondy whern a teacher or student was in
some trouble. It did not respond much to the teacher who was
doing all right or to the one doing eaceptionally well. These teach-
ers were left aone in their clussrooms in conformance with the
generally accepted norms of cducators, Otherwise the supervisor's
job was rather routine. disseminate infonuation to the teachers and
handle the great amount of clerical work, There was relativ ely little
disturbanee in the systen and also little chance for improvement.
One might call this a traditional society. -

With strenuous attempts by the higher levels of government
to asswine wre contrel vver education, this placid scene has been
disturbed. State boatds of education angd state administrators can
hardly use the saee momturn% tu.luuquu as local schools. They
look for simple ways to excicise increased control. Test scores are
one such way. fhc) provide a number to grab hold of, the easiest
Lind of inforination to grasp. Thus there is an abundance of state-
assussitent schemes and varions attempts to allocate school mnonies
on the basis of test scores. Cufortunately, these bll]l[)]lbtlc measures
do not represent the complexity of education.
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The seizure of control over the schools by the higher govemn-
ments has its koots in scveral conditions. Having secured the income
tax as its baselof funding, the federal government found itself with
a surplus of funds in the 60’s. These funds were put into social
programs, particululy cducational programs, by the Johuson admin-
.istration. This surplus quickly dried up, however, in the funding of
the Vietnam War. Ways had to be found to hold down_ such
domestic spending, a phenomenon which vccurred in Victorian
England after the expenses of the Crimean War. In both cases
payment by test results became popular.

At the same time many minority groups expressed unhappiness
with the schools for failing to provide equal opportunities for their
children, especially in the inmer cities. This criticism often focused
on the poor reading scores of black children in these schools. Al-
though these two forces wanted quite different ends—one wanted
decreased costs and one wanted better schooling—both could sup-
port incentive systems that held schools and teachers .directly
accountable for test results. Implicit in these two positions were
rather different conceptualizations of accountability. One demanded
greater productivity by decreasing costs and the other demanded
increased responsiveness to minority groups.

The tools for so holding the sclivols “accountable” were largely
management concepts derived from the business world. A concept
like PPBS was developed by cconomists for budgetary control,
implemented in large corporations, brought to the Pentagon by
MeNamara and his group, and intentionally spread to.other agencies
of the federal government also in the Johason era. It has been
vigorously promoted by agencies of the federal goverument, many,
state govermments, and many private groups such as the chambers
of commerce in various states. ‘

Callahan (1962) has documented how the carlier efficiency
mosyement was incorporated into the thinking of the uation’s school .
administrators in the carly part of this century. More recently, in
the type of traditional sctting described carlier, the dominant type
of management oricntation has been that of the human relations
expert. Sinee supervisors seldom directly affect teachers in the
privacy of the classroom, the best they can do is improve the
teachers” morale and help ensure that they are happy in their work.
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It was assumed happier teachers will embrace the goals of the
organization more readily and, as Sergiovanni suggests, be more
pliable to the directives of the organization, Essentially, however,
teachers are still given ouly very limited decision powers outside
the classtoom. They we treated more like human beings but often
are objects of great paternalism. This seenis to be the dominant
theme of school supervision over the past decade.

Methods of ‘“Accountability”

Very recently many “cducators have swung to the neo-scientific
school. This reflects o shift from liuman relations, always used as a
means of mereasing job fficiency, to « direct concern with efficiency
and control but now the contiol will he exercised by measuring the
outcomes of schiooling and allocating resomees on these measures,
a type of “quality-control” operation.

Perhaps the most prominent and articalate salesman for this
approach has been Leon Lessinger.  According to Lessinger, ac-
countability "prowises a major and long overdue redevelopment of
the management of the present educational system, including an
overhaul of its cottage-industry form of organization. Many believe
this can be accomplished by making use of modern techniques
currently employed in business and industry . . . If education is
going to be able to manage its budget properly, it must devise
measurable aclationships between dollars spent and results ob-
tained” ( Lessinger, 1971). Lessinger’s best example to “assure the
achievement of results” is performance contracting.

Although performance contracting itself has been somewhat
discredited now becanse of cheating at Texarkana and I:"lck of
results in a U.S. Office of Economic Opportunity eaperiment (OEO,
19727, the basic management model of specifying objectives and
measuring those objectives still lics behind neo-scientific thinking.
“At its most basic level, it means that an agent, public or private,
entering into @ contractual agreement to perform a service will-be
licld answerable for performing according to agreed-upon terms,
within an s .Dlished time period, and with a stipulated use of
resources and performance standards” (Lessinger, 1971).

Very similar ideas-form the basis of social action in other fields
such as political science and cconomics. In fact, Janes G. March
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(1972) suggests that modern management rests on such ideas.
First, individuals or groups are scen as having a set of objectives
that théy pursue through action. The problems of social action are
seen as discovering a set of aceeptable objectives, sccond, finding
a set of activities to achieve those objectives; third, evaluating the
achiesement of the ol)jccti\cs,' and modifying future activities
better to achieve the objectives. Although this conceptualization of
decision making and of management seems “natural” to us because
it is so embedded in our thinking, according to March it does in
fact veflect strong cultmal biases which do not always conform to
reality and of which we are seldom aware. There are three key
ideas.

The first pivotal idea is the “preexistence of purpose.” It
seems ahnost unquestionable to us that an a priori set of purposes
exists whether called “objectives,” “needs,” “values,” or whatever.,
Justifications for organizational, and even personal, actions begin
with attempts to define the puipose of an organization. In education
this assumption of ¢ prori o dering of prefarences is best exemplified
in the belavioral objectives by ement which says that one cannot
do anything—devclop, evaluate, or wlates er—until one has defined
the objectives one wishes to achieve, and these must be niade as
explicit and as specific as possible. The great majority of evaluators
and most accountability schemes demand prior explication of
objectives. Otherwise how will one know where lie or she is going?
The behavioral objectives mentality has also penctrated far into
supervision in the form of management by objectives and other
attempts to get the supervisor to defiue objectives for the teacher.

The sccond hey idea, according to March, is the “necessity of |

consistency.” Actions must he related to goals. In the organization,
consistency is manifested in the hicrarchy of admiuistration and
extraised through coodination and control efforts cianating from
above. It is the task of administration to sce that these objectives
are’suceessfully pursued.

The third idea is the “primacy of rationality.” As used here,
rationality means correct behavior is defined by systematically
relating consequences to objectives—a means-end rclatiomhip. This
climinates othicr 1easous for making choices such as intuition, tradi-
tion, or faith. Orgauizational action must be justified in terms of
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Mlnes and goals on which those organizations are based or more
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means and ends. Somctimes this intense press for consistency and

tationality is uscful. Rational consistency is almost sy nony mous witlh

our parochial definition of intelligence. But sometimes the model is

not useful but debilitating, We may hasve reached such a time when

this model of decision making and behaving has hecome too in- .

flexible to help us with our current problems. -
It is not difficult when we look at this model that so shapes our o

thinking_to_see_scrious flaws in it. For example, how often . do

preexistent objectives reglly exist? Probably no more often than

they do not. People and organizations are just as often looking for.

goals change, organizations chiange, and people change. There is
no wa in modern management tcclmolug}-, to account for an
cmerging gml structnre as upposcd to « precise, static one. Yet it is
clealy the case that goals are sought as frequently as_they are
defined. 1 goals continnally  change and emerge, llow\c:l we
evaluate people and hold them accountable for consistent behavior
in line with their objectives? . \\

Our Problem: Not “Efficiency” but Direction

At a time when most nm]m Woestern institutions seem to l)e n
serivus trouble, what needs to be looked at, most scrlously the

cffective aid efficient methods of achieving the prespecified goals?
Unfortunately, the search for new and better purposes is impeded
by the restiictive model of consistent 1ationality as applied to both
our thinking and our organizations. Our problem is not on+ of
cfficiency but one of direction. Where should we be going?
Victor A. Thompson (1969) has outlined the way in which
tight intcinal programming gicatly inhibits inmovation and new
ideas in an organization. When the objectives of the organization
are conceived as residing exclusively with the owner of an orga-
nization, as @ modern corporate bureaueraey, then any “shck"
tesomees iy regarded as surplus belonging to the owner’s proﬁts
The logic of the corporation is that it be u)mplctd) progranuncd
su that it be perfectly efficient in achieving the owner’s gouls. On])
those 1esomees we expended that ‘ILIIILH those objectives and .m)
surplus belongs to the owner. This is the extreme example of
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consistent mtfona]ity as applied to management and to supery ision.

) The ultimate effect is to prohibit any innovation in the orga-
nization since all resources are fully programmed and committed
to preset goals. Since innovation requires abundant resources for
“playing around,” only the owner has even the capacity to innovate.
Being totally programmed to preset goals, the organization as a
whole and the parts of the organization have no capacity for
responding to their own environment. They have no capacity for
change exeept whatever might be mounted from a far-distant owner-
controlled center. The organization has, in fact, lost flexibility to
adjust. What the organization gains_is efficiency. It costs less to
achieve the designated goals.

* Of course, the schools are not owner-controlled. Yet they too
are programed to their tasks by having to handle so many students
so many hours a day. Being a public institution there is another
severe complication in defining a set of preenistent objectives: the
public is not agreed on what goals the school should achieve.
Careful analysis of goals desired by the public reveals a great deal of
inconsistency and self-contradictory goals. Different groups want
different things. One group wants more creativity in the schools,
another wants discipline. One group wants Detter materials,

. another wants lower taxes.
\O[\)cr‘aﬁﬁg“oﬁplm’ismnt goal-models over thepast few years,

school people have often tried to define what the public wants_by
“needs assessments.” The lack of a public consensus and public
disagreement are often glossed over by poor measurement tech-
niques and manipulating the measurement process. In practice
administrators survive by presenting the public with a mixed ba
of educational programs. Some programs stress traditional values
likc learning the basic skills. Others stress innovation. 'The admin- -
istrator tries to satisfy diverse audiences, including the public, by
presenting them with a diverse set of programs. Seldom, if ever,
is there a precisely defined set of objectives embraced by everyone
in a general public consensus, In fact, values and objectives pursued
by the school are often in conflict with one another.

All social theory is a myth, which is not to say that all social -
theoryis equally vseful or good or trv.. The model of modern
management that skapes our thinking perceives the goals of an.
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organization as being defined by the owner or the organizational
clite: These goals wie transformed into specific objectives which are
then passed downward in the organization to supervisors and work-
ers who try to implement the goals. Legitimacy of goal definition
resides in the npper part of this hicrarcly. The necessity to obey
resides in the workers and the lower supervisors.  Control and
efficiency are the major values imbedded in this structure. Only
those things defined by the upper clite can legitimately be pursued
and, of conrse, these inust be pwsued efficiently. This coneeptuali-
ation of organization aud mnanageent robs those at the lower level
of any initiative they may wish to eaercise. Ideas do not come from
the bottom. In fact, there is only one set of legitimate ideas,

Communication among the levels of the organization, the
installation of appropriate valies for those in key positions in the
organization, and motivation for those lower in the organization
become the prime concerns in this concept of management. The
workers are seen as primaiily passive, they must be acted upon.
So the goals and the objectives are defined by the organizational
clitc and commumicated to the lower omders. Human relations plays
its role in “motivating” the workers by making them feel that some-
one cares about them and perhaps that they have a “participatory”
voice in decisions. Bt the duties and privileges of individuals are
detenmined by presct rules. Relations among individvals are deter-
mined by authority and interdependence. Control is from the top;
wothers have dircemsaibed arcas of decision. In this organizational
coneept, workers cannot be motivated by intiinsic rewards from the
work process itself for that could lead them to pursue different
directions. .

— Inorder for control to be effectively implemented, the workers
must 1espond to-external incentives in the organization, for the
extemal incentives e, presumably,under the control of the orga-
nizational management. If the nmnagcﬁbnt relies. on intrinsic
motiv ation, the workers e much less under their control. Tf the
job is toe varied, interesting, or ercative, the workers may not work
as cfficiently. A worker puisumg intrinsic motiv ation may proceed
in a direction entirely his or her own. This is not legitimate in this
conception of administration and supervision. :

Earlier in this monograph Sergiovanni pointed out differences

N
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in motivation between hygieuic and motivation factors. Achieve-
ment, responsibility, and iutrinsic rewards from the work itself were
not often used as motivators in the situations reported. It is not
enough simply to have teachiers feel that someone cares about them
or knows their first names. Rather, they must be given real respon-
sibility, real decision-making authority  Suchi a coneeptualization of
organization and management entails a different conception of
control than that suggested by neo-scientific management or hluman
relations.

Making Organizations More Client-Centered

[t may be that, if we are to hax ¢ more responsive vrganizations,
organizations attuned to the needs of their clients, organizations
flexible enough to adjust to and interact with their environu:ent,
then we need to loosen the bonds of internal consistency, preset
goals, precise management, and evaluation of those goals implicit

~inour current model of administration and supervision. We may

need patterns in schools that look for new purposes and new ideas
as opposed to trying to implement those already preset. They may
treat the child as an ~mergent phenomenon, cach one being some-
what diffevent and proceeding through a scarch process to some
unknown destination rather than requiting a precisely defined set of
content to be inculcated in the child’s mind.

March has suggested that an organization can become more
playful in a valuable sort of way by treating goals as hypotheses
rather than received doctrine. This means that one might pursue
alternative goals and ¢ven experiment with goals and values that
are not entirely clear or precisely defined. The organization’ could
more often treat intuition as real, put more reliance into intuition
as a way of knowing—as perceir ing the holistic situation as opposed
to velying cxelusively on precisely defined but necessarily frag-
mented techniques. Decision making might be viewed as a search
“after more interesting, better goals and purposes.

Similarly, evaluation might take on new form. As March notes,
there is nothing in 1 formal theory of evaluation that requires that
the criterion function for evaluation be specified in advance. An
edncational program can be evaluated without specifying the degree
to which the program has achieved its a priori objectives. Tt is

Aruitoxt provided by Eic:

T




74 PROFESSIONAL SUPERVISION FOR PROFESSIONAL TEACHERS

possible to examine the program in terms of what we now believe
to be important or even to discover flew criteria derived from our
own experience o1 other sources which might be used to evaluate
new programs. Scriven’s goal-free evaluation (1973) and Stake’s
responsive evaluation (1973) are strong steps in this direction in
the field of educational evaluation. ) :

.

Responsive Evaluation

Scriven suggests that the evaluator look for the cffects of the
cducational program which may have little to do with the pro-
gramr’s prior objectives. The (.HL(,tb might be much better or much
worse than what the prior objectives would indicate.  Stake’s
responsive evaluation suggests that the evalation change, grow,
and develop along with the project. The project may be evaluated

in tenms of cinerging criteria, and issues take on new importance

as the project itsclf changes and develops. The cvaluation is
responsive to the project itself. These are radically different con-
ceptions of educational evaluation and conceptions not held by the
majority of evaluators, but if schools and educational projects are
to change and grow and evolve, then different evaluation pro-
cedures than the primary  aiterion of intern: ll consistency must
be applied.

Within schools one might imagine a situation in which teachers
are given considerably more autonomy than that suggested by cur-
tent supervisory theory and paiticalarly by current accountability
theory. Oue w ould expect the teachers to develop and pursue new
goals.  Educational devclopment would be viewed more as an
cv olutlun.\r\ process ratha than a deductive process from a priori

principles. This would require a more supportive and facilitative |

role for supervisors than the onc they now play. For cxample,
Elliott and others in England have helped teachers 1esearcly the
problems of their own classrooms by working together with groups
of teachers. Yet the problems are defined by the teachers them-
selves and they learn shills which eventually make them students of
their own cascrooms and more autonomous as such. This exercise
of responsibility and autonomy brings into play those higher motiva-
tions suggested by Sergiovanni. At the same center in England,
the Centre for  pplied Rescarch in Education at the University of

Yo
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East Anglia, Barry MacDonald and his colleagues have attempted to

define a more democratic evaluation. one based on case study

technique in which the conclusions and decisions of the evaluator

are not explicit in the report but rather are made by those who
. read the report. ;

These approaches make the organization considerably more
dynamic, more democratic, and more flexible since there are many
sources of legitimacy and sources of new ideas. They reduce the
control of 4 central group. But, these approaches may result in less
efficiency. Again, the accomntability concept emphasized is that
of institutional responsiveness to the clients as opposad to greater |
productivity and-cfficiency in production.

As Sergiovamni notes, the curriculum-centered classroom in
which teacher influence and student influence are both low offers
little  enrichment potential for cither.  Consider accountability
schemes which spell out in minute detail the objectives that are to
be accomplished within the classroom._Teacher_and_students. have

little influence on_whatends they shall pursue. Indeed, in many
cases even_the means are delimited by the precision of the ends

}mdﬁd./This is how nco-scientific accountability schemes are
constructed.  On the other hand, in the integrated classroom, in
Sergiovanni’s definition, both teacher influence and student influ-
enee are high in determining what shall be done and this deter-
mination need not be spelled out in advance. The deeper personality
traits of both teacher and students can come into play in such a
situation. Who could determine what these traits would be in
advance? -

Toward a Collegial Type of Organization

The interaction of these personalities with the teaching mate-
rials and each other can be cvaluated but they are evaluated by
reference to what is occurring in that pmyticu]ar situation. There
may be criteria that one wishes to. apply in most cases as the
humaneness of the classroom situation, but that will not always be ..

~ the case. This tvpe of search and responsiveness tg the concerete
situation requires great super isory resources. It is not cheap. It
requires more ability and more resources than méchanical ap-
proaches such as prespecify ing objectives. It is not casily automated

Q
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or technologized, but such an approacht is not any less accountable,

than curient vnes. It is « different kiud of accountability, in which
the institutions are more accountable to their people.

What would an accountability scheme that did not emphasize
a privri gogls aind internal consisteney look like? Hills (1974) has
suggested that the.cunent over \\hclmmb empliasis on external
controls and  cluse 5upu\ls|on as demonstrated by the current
accountability movement can only diminish the I'Lb[)ullblblllt) and
conmiitinent of teachiers and educators. Sucl accountability scherues
would veduce teachers to the level of a class of employ ees. Accord-
ing to Hills, by far the more promising approach to social control in
education is thiough moie complete professionalization of teachers.
The schouls should move towad w collegial type of internal orga-
ni 2 rton which hieretofore has been characteristic only of the univer-
sit’ . ills draws heavily on organizational theory to illustrate that
the inr€grity ol teachers’ conunitments to their task cannot be
bought or coerced. | :

Similuly, Conbs (1972) su&bcsts that teachers cannot be held
1esponsible for the behavior of thefe students any. more than one

persop can be responsible for the behay for of anyone else. Teachiers

can e held accounrable for being informed in subject matter. The)
cn be held accountable for being concerned about the welfare of
studenis and knowledgeable about their studdits” behavior. They
car be hield responsible for an understanding of human behavior,
patticularly behavior of their students. Teachers can be held respon-
sible for the purposes that they try to carry out and to be aware
of purposes. Findlly, teachiers can be held responsible for the
methods that they use in carrying out their own and society’s pur-
poses. Teachers do not have to be able to guarantee outcomes;
rathier they must defend what they are doing in a professional sense.
They must be able to withstand the professional scrutiny of their
colleagues.  All these aiteria bespeak a llClghtand dcgree of
professionalization. s

Such a move away from neco-scientific teclmiques does not
mean that teachers would not be ¢valuated. Elsewhere ( have indi-
cated (House, 1974) what such an evaluaiion system .aigit look
Iike, vne that portrayed the compleaity of the classroom and of the

teacher’s world without subjecting the teacher to unfair and arbi-
2
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trary judgments. Sueh a system would involve many tvpes of \
jodgment, ratings by supesiors, supervisors, principals, peers, stu-
dents; /but there would he no single outcome derivable from the
(:-l;lSs./'lj:llllcr, there would be multiple outcome data. There would ‘

be dita on the agtivities going on in the classroom itsell. There

would be data from many different sour-es, and the data would

rely heavily oy professional judgments. Furthermore, it is impera-

tivie thyt thiskinid of data he mediated by humun judgment. I would

dysist in any evaluation scheme that all this kind of data be sub-
itted to a commit'(eg on which is represented a. teacher’s peers,” -~

snpervisors parents, stents if they ure old enough, and perhaps

areevaluation expert. No number or fact should stand without the-

-context and such a group could provide it. Al this is by way of -
saying ¢hat the school as ah institution Lhoxld be more sensitive to

the needs of the individual child, and recognizing that this is not
easily accomplished. - 4

4
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